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From the Editor ... 
During the past few years, "Mother Nature" 
wreaked havoc in all parts of the world . With twenty-
four-hour television coverage, non-stop radio broad-
casting, and streaming video, the media brought us 
closer to the scene of disasters than ever before. We 
saw a tsunami obliterate villages and people in its 
path; we watched raging wildfires devastate palatial 
forests; and we witnessed unforgiving floods destroy 
political, historical, and cultural life. Live footage gave 
us a "coliseum view" of devastating destruction, 
inconceivable suffering, and unbelievable heroism. 
Although we are stunned to see such images, 
most of the time, we simply see them as terrible things 
that happen in relatively isolated regions or other 
parts of the world - all somewhat removed from our 
safe havens. But as a nation, we were truly shocked 
by what we saw when the waters c hurned and 
moved, creeping, slowly but surely, into our nation's 
historic southern provinces. New Orleans and its bor-
oughs, along with countless towns and villages in 
Mississippi, succumbed to the ruthless force of water, 
and even the seemingly impenetrable Super Dome 
fell victim to its power. While we watched the levees 
break, some of us may have been bewildered that so 
many people chose to remain where they were. 
Then, some of us soon learned an appalling fact 
about our southern provinces - poverty is not only 
alive and well, but also thriving. It is both sad and 
deplorable that such a condition continues to exist in 
the richest country in the world. Nonetheless, it c lear-
ly explains why people elected to stay - some had no 
c ars, others had nowhere to go, some had to choose 
between fuel and food, others had to choose 
between the place cal led "home" and no home at 
a ll. Those who stayed behind were the poor - they 
had no money and they had no resources. 
Months have gone by since the waters receded. 
Rubble still fills the streets and alleys, electrical power 
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is still out in neighborhoods, consumer services are still 
unavailable, and homes are stil l uninhabitable. For 
thousands and thousands of people, there no longer 
is a place to call "hor:ne." Some have been fortunate 
to rest their weary bones in trailers provided by the 
assistance effort, while others have moved into 
crowded quarters with relatives. Some have created 
temporary housing from sheets of aluminum, card-
board, and plywood scraps, while others have relo-
cated to other states, pledging never to come back. 
However, here and there, pockets of individual indus-
try are beginning to bubble, as residents, tired of wait-
ing for external help, have doggedly begun to work 
on gutting their own homes, rebuilding with their own 
funds. Here and there, meager as it may be, hope is 
on the rise. 
Millions of Americans donated money to the relief 
effort and the federal government promised assis-
tance - where have all the flowers (funds) gone? In 
the months to come, we hope to see a concerted 
effort on the part of the government (state, local, and 
federal) to restore New Orleans to its majestic beauty 
and c harm, to rejuvenate its cultural vitality, and to 
enhance living standards for its diverse c itizens. We 
hope to see this concerted effort also extended to 
the neighboring Mississippi regions that bore the scars 
of this catastrophe. The poor suffer, regardless as to 
location. And, if we are not our brothers' keepers, 
who is? 
It is the poor that suffered the most lethal blow 
dealt by Katrina, the "Storm of the Century." It is the 
poor that need our help - immediately - not several 
years from now. If we wait that long, it is doubtful that 
New Orleans and its historic parishes will ever be 
rebuilt. But most importantly, it is the children of the 
poor that will not stand a chance of success if assis-
tance is not provided as soon as possible. Their pover-
ty-stricken lives as babies and infants will affect their 
growth and development as adolescents. This depri-
vation will, no doubt, also affect their progress as they 
mature into adulthood. If their schools are never 
rebuilt, how and where will they learn? If their homes 
are never rebuilt, where will they study and how will 
they attain familial support? If the playgrounds and 
parks are never rebuilt, where and how will they learn 
cooperation and teamwork? If cultural, political, and 
historic centers are not rebuilt, where and how will 
they learn about themselves, their heritage, their 
nation, and the world? This issue of Eastern Education 
Journal is dedicated to the people, places, accom-
plishments, ideas, and the children - all forever 
changed by the force and destruction of Hurricane 
Katrina. 
In This Issue ... 
The Spring 2006 issue of Eastern Education Journal 
is packed with new ideas, new approaches, and new 
perspectives that deal with educational issues. First 
the Special Feature, co-authored by David Carey 
and Judith Barford, describes an innovative school-
university partnership in which beginning teacher 
education students are paired with teachers in a pro-
fessional development school for a four-year period. 
Second, the Guest Editorial by Richard NeSmith 
explores the world of the middle school and offers 
suggestions for improving student success, both inside 
and outside the classroom. 
The Research section begins with "Harnessing the 
Call to Teach and Lead in Schools: What Future 
Teachers and Administrators are Telling Us" by Janis 
Fine and Jeffrey Winter. The article examines factors 
that compel people to become schoolteachers and 
leaders and proposes ways that faculty can support 
and enhance the personal journeys of teacher and 
leader candidates. The following article by Kristina 
Alexander investigates the topic of school leadership 
preparation and presents an alternative to traditional 
programs in "Authentic Leadership: A New 
Approach." 
The question of creating a large scale profession-
al development school program or to expand a small 
existing PDS program is addressed by Paul Bland and 
Steve Neill in "The Challenges of Full Secondary 
Education Professional Development School 
Programs: One Alternative." The authors provide an 
overview of a field-based approach that maintains a 
true PDS philosophy. The next article by Nancy 
Gaylen, Brenda Boudreau, Tami Eggleston, Nancy 
Bragg, Patti Powell, and Victoria Groves Scott pres-
ents results of five different service learning research 
projects. "Addressing Contemporary Issues Through 
Collaborative Methods" details a project involving 
school, organization, and community partnerships 
designed to promote faculty development by inte-
grating traditional roles of teaching, scholarship, and 
service. 
Next, "Academic and Non-academic Predictors 
of College Student Retention" by Samantha White, 
Elizabeth Kirby, and Mara Arugete utilizes collected 
data such as high school grade point average, stan-
dardized test scores, socio-economic status and num-
ber of low-risk college courses completed to ascer-
tain predictors of retention. The following article -
"External Assets and the Development of Resiliency 
Among Urban American High School Students" -- by 
Teresa Wasonga and Phillip Messner evaluates meas-
ures of external assets and the subsequent develop-
ment of resiliency and offers implications for policy. 
"College Students' Perceptions of Faculty's 
Teaching Ability Based on Their Ethnicity, Accent, and 
Academic Discipline" by Lea Lee and Louis Janda dis-
cusses college students' perceptions of professors' 
teaching competence and effectiveness based on 
the professors ' ethnicity (European-American, 
African-American, and Asian-American), the pres-
ence of an accent during lectures, and academic 
discipline. Solomon Abebe and Joan Kitterman inves-
tigate specific teaching events which student teach-
ers in urban, suburban and rural areas found stressful 
and present recommendations to reduce stress in stu-
dent teaching in "Student Teaching and Stress." 
The Features section includes a selection of 
research on special interest topics. It begins with "Why 
Critical Thinking?" by Kiron Padmaraju. The author 
probes the issue of critical thinking and argues for the 
need to promote critical thinking activities from 
kindergarten classrooms through college and univer-
sity settings. Jill Rennels next looks at ways that edu-
cation impacts domestic violence in "Don't Turn the 
Other Cheek: Power and Control of Domestic 
Violence Education." The article examines feminist 
and ecological perspectives and offers suggestions 
for domestic violence in-service education. 
The following article - "Portable vs. Permanent 
Classrooms: A Quasi-experimental Study of Fifth 
Graders' Attitude and Mathematics Achievement" -
explores the dynamics of portable versus permanent 
classrooms of an elementary school in terms of stu-
dent attitude and mathematics achievement. 
Next, Scott Fredrickson, Ken Nelson, Robert 
Walden, and Patricia Hoehner in "Twenty-First Century 
'Catch 22' - Instructor Comments in Asynchronous 
Web-Based Courses" investigate web-based class 
environments to determine the correlation between 
instructor postings in discussion forums and student 
postings in those forums. 
Read and enjoy. As always, we look forward to 
receiving your research-based manuscripts, com-, 
mentaries, book reviews, program descriptions, and 
original points of view. 
'What scu[pture is to a 6wck_ of mar6fe1 eaucation is to a human soul 
- Joseph Jlaaison 
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School-based Cohort Immersion Program: 
An overview and areas of planned inquiry 
David Carey and Judith A . Barford 
David Carey is the p rincipal o f Carl Sandburg Elementary School 
in Charleston, IL. Carl Sandburg is a primary center serving 550 first 
through third grade students. He is comp leting his 33rd year in edu-
c a tion. 
Judith A. Barford is an Assistant Professor in the Department o f 
Early Childhood, Elementary, and Middle Level Education at Eastern 
Illinois University. She teaches courses in educational technology 
and social studies methodology. She taught a ll e lementary grades 
K-5 before jo ining the EIU faculty in 1993. Her practic e is informed by 
commitment to professional d evelopment sc hool ideals and to the 
thesis tha t tea chers and c hildren in schools are primary partners in 
teacher education. 
Abstract 
School-based Cohort Immersion Program: 
Rationale and outline for inquiry in progress 
As professional development schools become essen-
tia l environments for best practice in teacher educa-
tion and partnership opportunities offer multiple ben-
efits for multiple stakeholders, we in the Department 
of Early Childhood, Elementary, and Middle Level 
Education at Eastern Illinois University and Community 
Unit School Distric t #l, Charleston, IL, wished to revise 
and renew traditional university /sc hool roles in 
teacher education for our local setting. The rationale, 
context, and outline for the School-based Cohort 
Immersion Program, SCIP, a pilot partnership project, 
2002-2006, follows. 
Introduction: State of the Profession 
As the context of teaching has changed signifi-
c antly over the last twenty years, the abi lity level of 
the teaching force has become a topic of interest to 
the nation. The new school demographics, including 
an increase in the number of students with physica l, 
social and academic c hallenges, and a more linguis-
tically and ethnic ally diverse population, have devel-
oped the need for a teac hing cadre able to accom-
modate a broader range of individual differences 
and able to insure a successful learning experience 
for a ll students. The raised expectations and 
accountability requirements of No Child Left Behind 
have put the entire education world on notice. In 
addition the nation is fac ing a teac her shortage of 
c rippling proportions - 2 million new teachers w ill be 
needed during the c urrent decade. There is a grow-
ing demand to upgrade the quality of the teacher 
education programs in the nation as a means to 
improve student achievement (American Council on 
Educ ation ACE, 1999). Researchers believe that 
sound teac hing requ ires exemplary preparation 
(Clarke et a l,, 1997) and that teacher preparation is 
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an inseparable part of school reform (Nationa l 
Commission on Teaching and America 's Future, 1996). 
Teachers must now be prepared to take a more 
active role in the development and implementation 
of educ ational policies (Holmes Group, 1995), as 
leaders, researchers, writers and developers of c ur-
ricu lum (Carusso, 1993). A new trend in teac her 
preparation is focused on the importance of teachers 
working and learning together within a learning com-
munity. Application of these c hallenges, concepts 
and strategies, becomes the mandate of teacher 
education programs. The purpose of this paper is to 
report a local response to these issues, trends and 
mandates. 
A major purpose of Eastern Il linois University 
today, and one of the reasons for its founding in 1899, 
is the preparation of teachers for the state of Ill ino is. 
As stated in an artic le written for the centennial of the 
university, 
The one-hundredth anniversary of Old 
Main 's completion and the beginning of 
classes at the Eastern Ill inois Normal School, 
were marked in September of 1999. Normal 
schools prepared students inte llectually and 
socially for teac hing in township schools and 
c ity school d istric ts. They embraced a core 
set of values regard ing useful and practic al 
learning, and promoted a democ ratic c ul-
ture and a populist vision of teacher training 
( Localites/Localities, 2000). 
Eastern graduates about 600 certified teachers 
each year. Approximate ly one third of the enrollment 
of 12,000 students are teacher certification candi-
dates, p reK-12. 
Though colleges of education are sending new 
teachers into the fie ld, attrit ion rates in the ranks of 
beginning teachers are a larming . The American 
Federation of Teachers reports that 'h of new teac h-
ers leave the profession after only three years on the 
job and ½ of new teachers have left a fter five years. 
In order to retain qualified teac hers in the profession, 
28 states have mandated induc tion programs, which 
emphasize the use of veteran teachers to enhance 
the skills of the novice. In order to assist pre-service 
teachers in becoming a part of a learning communi-
ty and provide them with an immersion experience, 
the School-based Cohort Immersion Program has 
been developed. 
SCIP: Design for a local response 
The School-based Cohort Immersion Program or 
SCIP, is a partne rship project between EIU and 
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community Unit School District #1. A cohort group of 
teacher education majors, public school teachers 
and administrators, and university education faculty 
has cbeen established with the ultimate aim of pro-
viding a cohesive and supportive professional com-
munity throughout the four years of the undergradu-
ate degree and certification program. Essential goals 
of the program are: 
l . to increase elementary classroom time prior to 
the final student teaching semester, from 120 to 
300 plus hours; 
2. to create new modes of communication; 
3. to share and apply growing technology 
resources; 
4. to build community and familiarity within the 
cohort group to enable purposeful placements 
of students for clinical experiences. 
The problem of teacher attrition begins long 
before the first year of teaching. The teacher prepa-
ration program must assume some responsibility for 
the success of the beginning teacher. SCIP is a model 
teacher education program for those who will meet 
the challenges of America's classrooms and the 
needs of diverse children. The School-based Cohort 
Immersion Program places teacher education majors 
in articulated semester-long experiences alongside 
diverse veteran teachers who, daily, model multiple 
strategies for success. 
As the name implies the program is based upon 
the assumption that in training a pre-service teacher 
must be immersed in actual elementary classrooms 
under the careful supervision of quality mentoring 
teachers and university supervisors in order to gain the 
critical knowledge, skills and dispositions of profes-
sional competence. The design of the SCIP program 
reflects its purpose: to develop skills and deepen the 
ideals of teacher education candidates from 
entrance to the university through graduation within 
a community of professionals dedicated to their suc-
cess as teachers. 
Program personnel for SCIP come from Eastern 
Illinois University, the College of Education and 
Professional Studies, and three local attendance cen-
ters, all within a one mile radius of EIU. All schools 
serve the total population of children at these grade 
levels: Mark Twain School, a kindergarten atten-
dance center; Carl Sandburg School, a primary cen-
ter serving first through third grade students, and 
Jefferson Elementary School, serving fourth through 
sixth graders. 
SCIP students invited to participate in the pro-
gram were incoming freshman who were designated 
by the university as Education Scholars. According to 
the university definition Education Scholars are 
incoming freshman who have demonstrated excel-
lent scholarship and have declared interest in 
becoming teachers, have high motivation and robust 
personal achievements. 
Classroom teachers were invited to participate in 
the program based on having had recognized pro-
fessional success, past experience with EIU clinical 
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participants, and an interest and enthusiasm for the 
SCIP model. University instructors were encouraged 
to participate based on their past experience super-
vising clinical experiences, their interest and enthusi-
asm for the SCIP model and their willingness to trans-
form university coursework to school-based experi-
ences. 
Cohort classrooms, teachers, and university 
instructors were open to working with the cohort pre-
service teachers throughout the four years of their 
undergraduate program and especially during the 
five intensive semesters outlined below. During these 
semesters, the pre-service teachers team with a dif-
ferent teacher at a dL-: arent grade level with different 
subject area emphasis, experiencing multiple strate-
gies for success. Regular meetings of the cohort 
enable continuing reflection and creative planning. 
Technology tools for communication, documenta-
tion, reflection, and presentation, and support of 
classroom curriculum are incorporated throughout 
the SCIP program. 
The Freshman Year: 
Joining Classroom Communities 
During the first semester, seminars and school vis-
its were designed as an introduction to the program. 
Each of the schools invited the SCIP students to the 
building. The principal conducted a tour and a short 
video welcome by the teachers was presented. 
During the second semester and first spring semester, 
the SCIP students were paired with a mentoring 
teacher and were (required to spend - delete) spent 
two hours per week in the classroom for 15 weeks. 
The first year the students spent a total of 30 hours in 
the classroom and earned approximately 32 hours of 
academic credit. 
The Sophomore Year: 
Transition from Student to Teacher 
The second year of the program was a transition 
year for the SCIP students as they transitioned from 
student to teacher. The fall semester of year two 
involved academic coursework, while the spring 
semester involved enrollment in ELE 2000, a block 
course, which was team taught in the elementary 
buildings, and included 30 hours of classroom partici-
pation and l 0 hours of technology participation. The 
total school-based participation hours in year two 
amounted to 50 hours and included approximately 
32 hours of academic credit. 
The Junior Year: 
Understanding Professional Practice 
During the first semester of year three, 2004-2005, 
the SCIP students pursued academic coursework and 
spent l 0+ hours of volunteer work in the schools. 
During the second semester, the students were 
enrolled in the ELE3000 block consisting of 3 courses, 
which were partially taught in the elementary build-
ings and included two full days per week of partici-
pation in the classroom. The total school-based par-
tic ipation during year three was approximately 150 
hours and included 32 hours of academic work. 
Year Four: 
Advanc ed Professional Practice 
During the fall semester of year four the students 
were enrolled in the ELE 4000 block, consisting of 4 
courses, which were partially taught in the elemen-
tary buildings and included two full days per week of 
c lassroom participation. During the second semester 
of year four the SCIP students will have the opportuni-
ty to student teach in a SCIP classroom. Total partici-
pation hours during year four w ill be 150 hours and 
include 33 hours of academic work. The SCIP pro-
gram can total 390 hours w ith approximately 130 
hours of academic credit. This fulfills all state require-
ments for beginning certification and all university 
requirements for the liberal arts core, the area of con-
centration, and the education major field. 
Establishing Program Efficacy 
In order to determine the efficacy of the program 
and to establish, through data, the perspective of the 
stakeholders involved in the program, an evaluation 
of the program needs to be established. Providing 
substantive evidence that a more focused and 
responsive approach to pre-service teac her educa-
tion, like the SCIP program, would provide schools 
with new ~ lementary teachers who are more likely to 
succeed 1n the c lassroom than their traditionally pre-
pared counterparts, is c ritical if teacher education 
programs are to become more viable. Before begin-
ning an evaluation of the SCIP program the political 
context and history of the relationship of the stake-
holders needs to be considered. 
The partnership between the school district and 
the university has fluctuated often during the past 
decade. Before 1995 practicum placements of pre-
service teachers in community c lassrooms were 
made with very little guidance from the administra-
tion. Public school c lassroom teachers were contac t-
ed directly by university instructors bypassing the 
building principals. Placements were made solely on 
c onv~nience and, occasiona lly, w ith a pressing 
deadl1~e squarely in the rearview mirror. Little thought 
was given to the quality of the teacher providing 
mentoring nor the quality of the experience the 
prospective teacher was receiving. The building 
principals were unconcerned and looked at this 
practice as routine and without need of oversight or 
any form of guidance. Occasionally classroom 
teachers would bring complaints to the administra-
tion and these complaints were handled on a case-
by-case basis. In 1995 the Dean of the College of 
Education, the head of the depa rtment and several 
faculty members b rought a p roposal to the local 
school district and, specifica lly, to the counc il of 
administrators. A professional deve lopment school 
partnership was p roposed based on the Holmes 
Group guidelines (HolmesGroup, 1995). These guide-
lines included establishing a contractual re lationship 
between the university and each school hosting 
7 
practicum students. Also included in the guidelines 
were standards for selecting teachers to host students 
and procedures for assigning students to the host 
teachers. The administrative staff supported these 
guidelines and was asked to share them with each 
prospective school building. The teachers were 
asked to vote to accept or reject the guidelines and 
contrac tual nature of the partnership. Some schools 
were reluc tant to enter in to a contract w ith the uni-
ver~ity a~d others were eager for the improved pro-
fessionalism that the guidelines would bring to the 
partnership (Carey, 2003) . 
Providing leadership in a school whose fac ulty 
c hose to participate in the partnership and move 
towards becoming a professional development 
school provided many challenges and eventually led 
to the development of the SCIP program. Field-based 
experiences, the critical component of teacher edu-
cation programs, are often viewed by preservice 
t~achers as the most important port of their prepara-
tion (Houston, 1990). The importance of the 
practicum experience is in the opportunity it p rovides 
for the prospective teacher to create a mental 
bridge between the theory that is learned in c lass 
a~d the experience o~ refining and defining teaching 
skills. Experiences, which should be included in the 
field placement, include excellent supervision and 
the opportunity to engage in reflection about teach-
ing and student learning. (Holmes Group, 1986). An 
effective traditional training experience is hindered 
by the limited amount of time the student is actually 
!n an elementa_ry c lassroom before student teaching; 
inadequate time for effective communication 
between the university faculty and the public school 
cooperating teachers; poor access to and inade-
quate training in the use of the technology with which 
the public schools are equipped; and the perception 
of not belonging to the learning community due to 
~aphazard and untimely placements within the pub-
lic school setting (McAllister & Neubert, 1998). As a 
result of these issues, a lternatives to the traditional 
practicum experience are needed in order to find 
ways to improve the teacher training process. The 
School-based Cohort Immersion Program is one alte r-
native to the traditional process of training teachers. 
A_s the program continues the effects of imple-
menting a school-based, cohort immersion program 
with a group of pre-service teachers will be evaluat-
ed. Since 2002, data has been col lected in the fol -
lowing categories: student classroom logs, video-
taped cohort meetings, individual interviews, partic i-
pant surveys, student reflections, and end-of-term 
program surveys The effectiveness of the process, 
factors to consider, and problems that are enc oun-
tered and how the p rocess could be better designed 
w ill a lso be reviewed. Initia l data review is ferti le 
indeed. In the words of one of the p rogram partici-
pants, " .. . a big part of why I rea lly enjoy the (SCIP) 
p rogram (is) because you can get to know people 
a nd you get rea lly c lose and work together and I 
think it's a really cool thing. I think that the more you 
do that the more that you're going to enjoy the 
more you do that the more that you're going to enjoy 
the course work and (the process of) becoming a 
teacher. The more you 're going to want to learn 
about special education, and about methods and 
about all the other courses that we take and the 
more you 're going to want to work together and 
study it and know what you 're doing when you get 
out there." 
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Recently an article came across my desk that 
shared how the State of Utah recently construc ted a 
list of p roposals they believe to be needed in order to 
improve the level of education provided to students 
attending middle schools. namely adolescents from 
twelve to sixteen years of age. In this report by 
Eric kson (2004). these school leaders met to discuss 
middle level education and the need for improve-
ment. This was a commendable and courageous act. 
It could also act as an impetus for more reflection and 
discussion. The need for such improvement was noted 
in another report, one by The Center for Public 
Education (2004), which recently reported a poll 
administered by the Educational Testing SeNices in 
whic h fewer than fifty percent of Americans say they 
have much confidence in the nation 's schools today. 
Fifty-eight percent of those polled had some, little, o r 
no confidence in the present system of public educa-
tion. 
It would seem that the public system of education 
is, and has been, in serious need of c hange. 
According to a recent poll (The Center for Public 
Educ ation, 2004), the public system of education in 
our country that serves the general public, has 
received a borderline no confidence vote. Change is 
needed because the educational system inherited 
from the era of the American Industrial Revolution 
c an no longer successfu lly support the needs of the 
average student in the present Age of Information. As 
I read the artic le by Erickson (2004), thoughts began 
to rush through my mind comparing the recommen-
dations made by these experienced d istrict educa-
tors with the twelve months of intensive reading that I 
have done on the topic of improving school achieve-
ment. I applaud these Utah educators for taking the 
initiative to seek c hange and to be willing to break 
w ith the status quo . The intention of this editorial is not 
to disc redit the recommendations of these educators, 
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but to encourage the consideration of "what could 
be" rather than "what is." Innovations, fo r the sake of 
being innovative, are useless; when needed, howev-
er, innovations should be encouraged by educ ators, 
school distric ts, and individuals schools, alike, and 
teachers need to practice thinking "outside the box ." 
If educ ation is to continue to improve in our country 
we must c hallenge the status quo. I have used these 
recommendations (Eric kson, 2004) to frame my own 
thoughts, concerns, and educational energies as I 
consider what "could be" in the area of middle school 
education instead of simple "what is. " 
+ Implement teacher, team and department 
collaboration and provide 90 minutes of 
planning each school day. 
The team approach is one of the major funda-
mental principles of the middle school movement. 11 
was believed that plac ing students on teams w ith sev-
eral teachers being shared by a group of 80-120 stu-
dents would provide a friendlier and more personal 
touch thus he lping students moving up from the ele-
mentary school to adjust to the c hanges of middle 
school. Teaming, however, requires shared planning 
times. To some educators this means money. More 
time p lanning means less students being taught by 
that teac her or group of teachers. This, howeve r, is not 
"free time" nor is it nonproductive time. It is essential 
time when teachers of a team meet together to sort 
out plans and strategies, interact with parents, and 
b ra insto rm solutions to problems they are experienc-
ing w ith the students on the team. Teachers need not 
only a shared p lanning time together with team-
mates, but a separate ind ividual planning time, as 
well. Teachers are very dedicated. Some take work 
home every night and return it every day. A light 
weekend for many is not having to grade papers on 
Sunday afternoon. 
Reading, planning, and grading are never ending 
jobs. The misconception that teachers have nothing 
to do after hours is absurd and only a non-teac her 
would make such a statement. It is only p roper to give 
teachers ample time to prepare. I assure you effec-
tive teachers put in far more than 40 hoursper week. 
This is one reason why between one-third and nearly 
one-half of teachers tend to leave the profession 
within seven years, with the majority of these being 
new teachers (National Commission, 2003, p. 26; 
Skandera & Sousa, 2003, pp. 86-87). The National 
Commission on Teaching and America's Future 
reported in No dream denied: A p ledge to America 's 
Children of the alarming rate in which new teachers 
are leaving, w ith many "leavers" beginning to out-
number the "movers" (2003, p . 21 ) . Since 1987 this 
trend has increased from 150,000 teachers per year 
leaving the profession to more than 270,000 (lngresoll, 
2000). Teachers see no end, and were it not for the 
satisfaction of witnessing the occasional student "ah 
ha," there would be no fulfillment at all. Apart from 
America not truly recognizing the importance of edu-
cation (in practice, if not in theory), there is the issue 
of the importance of teachers ... who dedicate them-
selves to a thankless job. We need to recognize that 
American teachers make up some of the most edu-
cated professionals in the entire world. If we truly want 
well-qualified teachers then we need to train them, 
nurture them, retain them, and demonstrate our 
respect for them, especially those who are effective 
in what they do. Teaming is very useful. It is probably 
the most important aspect of middle level philosophy. 
It is one of the most important components that clear-
ly separate the middle school from the junior high 
school. Teachers with little time to plan are like doc-
tors with little time to keep up with new treatments 
and medications. They might stay employed but 
eventually become incompetent, impotent, or both. 
In high poverty schools the situation is far worse with 
nearly fifty percent attrition rates within five years of 
entering the profession (Skandera & Sousa, 2003). 
These teachers are not quitting because they are not 
dedicated. They are quitting because they have 
been used up. If we want teachers to be profession-
als then we must treat them as professionals. If we do 
not, then we should stop complaining about the qual-
ity, or lack thereof, that our students receive. It is the 
desire of this citizen that our best people become our 
best teachers. 
+ Have no more than 25 students in a core class. 
The time has come to accept what research has 
been suggesting for years .. . smaller classes provide 
more personalized attention, more opportunities to 
learn, greater academic achievement, and provides 
a lesser assembly line "factory-model" paradigm 
(Darling-Hammond, 2002). ALL children can learn but 
NOT using the same mode of learning or being 
exposed to the same teaching strategy. One size 
does not fit all ... but a more personal approach is 
needed to be implemented to educate "one kid at a 
time" (Levine, 2002). No Child Left Behind (NCLB) seeks 
to redefine "average," progressively. Therefore, put-
ting fewer students into a classroom might provide the 
ability to design a greater educational "fit" for those 
students, raising expectation (beyond aiming for the 
average), and providing each student with a greater 
sense of esprit de corps (team-family relationship, so 
vitally important and needed by this age group). All 
students have the potential to excel, if they are chal-
lenged, motivated, and have the components in 
place that will meet their social and developmental 
needs (Littky, 2004; Trimble, 2004; Levine, 2002). That 
does NOT mean coddling, as many critics accuse, but 
it does mean recognizing and accommodating when 
and where necessary in order to get the most pro-
ductivity and scholastic achievement from the stu-
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dent (Russo, 2005; Dphrepaulezz, 2001). For example, 
Manzo (2000) reported in Education Week that, 
"Experts say middle schools create curricula that is 
shallow, fragmented, and unchallenging." In my 
opin ion ... twenty-five is far too large of a classroom 
enrollment for a single teacher to be expected to 
develop a nurturing and emotionally supportive 
classroom atmosphere, in which each and every 
student feels that they belong . We are presently not 
making big improvements on the "big picture." We 
must realize that this is not a matter of academics 
vs. developmental appropriateness, it is about 
doing BOTH! Rigor and accommodation are not 
options, they are standard requirements. We can-
not, and should not, water down the academics, 
nor should we, or can we, ignore the stage of 
development to adulthood that these students are 
experiencing. It is time that we truly began thinking 
"outside of the box" and stop "boxing" pedagogy in 
by ridiculing those who are brave enough to try 
new and innovative means of educating our youth 
(Ackerman, 2003; Lawrence, 2004). 
As our nation becomes more and more a plu-
ralistic "salad-bowl" we must learn as educators 
that ALL children can learn, but ALL children do 
NOT learn best in the same manner, fashion, time 
frame, style, mode, or at the same rate or asymp-
tote of learning (Stitt-Gohdes, 2001; Sternberg, 
1999). Preferred learning styles do play a part in 
effective teaching and this requires a closely exam-
ination (Brown, 2003; Miller, 2001 ) . It is time that we 
take the research suggesting we work from a stu-
dent's natural strengths to improving their areas of 
weakness (Becker & Maunsaiyat, 2004; Treagust, 
Duit, & Fraser, B. J ., 1996; Piaget, 1929; Vygotsky, 
1962). If middle level adolescents do not experi-
ence academic achievement and success before 
they leave the middle or junior high school, then 
they probably will not ever experience it. As one 
middle school student stated, "Everyone in the 
school knows what I can't do, absolutely no one 
knows what I can do!" (as quoted in Baum, Cooper 
& Neu, 2001, p. 488). Only those who become 
"enlightened" because of some goal or passion are 
ever going to pull themselves up by the "boot-
straps," so to speak. I would aim to limit all classes to 
20 students per teacher (though I am NOT saying 
this is a magic number). Surpassing that figure 
requires the teacher be given a teaching assistant 
in order to improve the number of close relationship 
opportunities that a student could encounter with 
another adult. 
+ Have a minimum of two full computer labs with 40 
computer stations - classroom labs or wireless lap-
tops - in addition to labs used in regular curriculum. 
This is a positive gesture to increase the number of 
opportunities to utilize technology; however, it falls 
short of implementing and integrating technology in 
the classroom. I recall as a classroom teacher trying to 
schedule lab times for my classes. Most teachers will 
agree that when one needs the computer lab it 
cannot be utilized for scheduling problems ... or that 
some teachers use the lab far more than others. What 
we truly need is not more labs. Labs either sit dormant 
at times or are overbooked. They do not provide 
those opportunities when questions and "teaching 
moments" occur in the classroom when having 
access to the Information Highway would prove not 
only to be a valuable resource, but one that would 
motivate students and provide an application for the 
concepts which they are learning at the moment. 
With the proposed 20 students per c lassroom ... there 
should be adequate terminals, desktops, laptops, or 
notebook computers available at least for every two 
students. That is ten computers per classroom. That 
would be a minimum to adequately permit the "nat-
ural" interaction and integration of classroom lessons 
and students' questions. Such an arrangement would 
at least enable a teacher to put one-half of their stu-
dents at work on the computers for various projects 
and activities while engaging the other half in further 
learning opportunities. 
The computer industry, which has the most to 
gain from integration of technology in classrooms, 
needs to provide us with more competitive pricing for 
equipment. They provide "discounts," but the truth is 
they could be much more accommodating with their 
profit margins from educators. Regardless, we must 
"think outside the box" and provide students with the 
newest technological training so as not to leave them 
behind. This, of course, almost means that we are 
going to have to do more in the way of professional 
development to equip our teachers with the raw and 
the integrative skills to utilize tec hnology in the c lass-
room. The day may come when we may need to hire 
some of our own savvy-tech students to teach their 
peers or the ir teac hers how to use the technology. 
+ Have a maximum school size of 900 students and 
include space for teaming and collaboration. 
According to Lawrence, Bingler, Diamond, et al., 
(2002) noted that, "Since 1940 the size of the average 
U.S. school district has risen from 217 to 2,627 (stu-
dents), and the size of the average school has risen 
from 127 to 653" (p. 3). Approximately 70 percent of 
students attend schools enrol ling 1,500 students or 
more; nearly 50 percent attend schools where enroll-
ment is greater than 1,500 students (Skandera & 
Sousa, 2003, p. 24) . It, however, in my humble opinion 
is nothing close to adequate. Our factory-model 
schools were inherited from the industrial revolution. 
They served us well in the early days of such g rowth; 
however, they too had their short-comings. Today, we 
live in a new era. In our quick-fix "microwave" society, 
it has been reported that information is now doubling 
every year and a half (The Problem, n.d.), whereas 
the Internet's capacity to carry information is dou-
bling every 90 days (Giles, 2002). Giles also noted that 
early into 2002 the number of documents on-line that 
could be indexed exceeded one billion . With such an 
information explosion and our 200 year American tra-
l l 
dition of providing every child with a "free" education 
(K-12), our system of education is stretched as never 
before experienced. 
The larger the school the less personal that school 
becomes. Granted, there are schools that combat 
this with programs that promote "schools-within-
schools," but for the most part the average student 
feels very isolated and unknown in a school of 2000 
pupi ls, or even l 000. Teachers have many of the same 
feelings in such a situation. Nine hundred attendees in 
a school might be an improvement; it is not, however, 
ideal for making the changes we truly need in our 
country to improve the quality of education on a larg-
er scale. School size, according to the National 
Center for Educational Statistics (2003), has a positive 
relationship w ith such factors as: percentage of 
teachers reporting apathy, tardiness, absenteeism, 
d ropping out, and drug use among students in their 
schools (p. 60). Schools tend to be larger due to two 
simple reasons. The first should be questioned, where-
as, the second is commendable though probably not 
nearly as utilized as some critics might argue. The 
main reason that schools are so large is that we think 
we are saving money by consolidating (Lawrence, 
Bingler, Diamond, et al., 2002). Lawrence, Bingler, 
Diamond, et al. (2002) propose that when calculated 
on a cost per graduate, small schools are less expen-
sive than medium-sized or large high schools. Others 
educational researchers have indicated that the cost 
factors differences between larger and smaller 
schools were too small to be the most important vari-
able (Gregory, 2000). Stil l further studies consider larg-
er schools costing more but being worth the differ-
ence (Bailey, 2000). Consolidating sounds very prom-
ising ... until one consolidates; then it creates a com-
p letely new set of problems. The much quoted 
Violence and Discipline Problems in U.S. Public 
Schools: 1996-97 (l 998) revealed that when compar-
ing small schools (less than 300) and big schools (1 ,000 
or more), big schools have: 
• 825 percent more violent c rime 
• 270 percent more vandalism 
• 378 percent more theft and larceny 
• 394 percent more physical fights or attacks 
• 3,200 percent more robberies 
• 1,000 percent more weapons inc idents 
Those who have consolidated their debts may 
now find that they Ore nof better off for they have 
continued their spending habits and as a result they 
have even more debt and more problems. The United 
Kingdom reported in 2001 that the larger a school 
becomes the less money that is actually saved (Local 
Government, p. 75) . Consolidating schools seems to 
be a common sense strategy for raising the number of 
students served but for a smaller dollar figure (fewer 
buildings, fewer teachers, fewer administrators, fewer 
support people, fewer utility bills ... fewer .. . fewer ... oh, 
and less "personal touch) ." Futurists have pointed out 
the effects of increased technology on soc iety with 
the concept of "high tech/high touch " (Nesbitt, 
Nesbitt, & Philips, 1999).Without arguing this contrast it 
suffices to say that in summation the more high tech 
we become the less high touch results (indicating the 
personable aspects of humanity). As we increase in 
"high tech" we must seek to improve and increase our 
strategy to improve "high touch." This lacking of "high 
touch," in my opinion, is the downfall of our consoli-
dating strategy of US schools resulting in the creation 
of mega-schools. The second argument, and a com-
mendable one, is that of increasing the number of 
courses and various programs that could be adminis-
tered in a larger student body. These additional ben-
efits are utilized by a very small percentage of stu-
dents in any given mega-school. In some sense, the 
upper elite will benefit the most. Many of those "extra" 
courses that are provided due to having a larger stu-
dent body are courses in not offered to "average" or 
"below average" students. 
There is no secret number for the "ideal" size of a 
student body; however, nine hundred students in a 
school is still an industrial assembly line factory-model 
practice and one that I believe is very inefficient and 
ineffective for educating the general multicultural stu-
dent population in our country. Lawrence, Bingler, 
Diamond, et al. (2002) have suggested that mega-
schools are not as economically expedient as we 
might be led to believe. Bigger just might not be bet-
ter, and it might not be "cheaper," either. If, for exam-
ple, a mega-school of 1500 has serious problems with 
the dropout rate or diminishing numbers of students 
showing progress on standardized tests, then one 
should question whether there are causative or corre-
lational effects that are unique to mega-schools. Sizer 
(l 984) recommends schools of 400 are the most favor-
able when once considers the ability to change and 
adapt, especially regarding matters of curriculum. 
Skandera and Sousa (2003, p. 60, #27) consider "small" 
schools to be that of 300-400 students in the elemen-
tary level and 400-800 in the secondary level. Gregory 
(2000) and Cotton (l 996), respectively, reported that 
student achievement was best served by elementary 
school enrollments of 300-400 students and that 400-
800 students is appropriate for a secondary school (7-
8) . 
From experience in schools of various sizes, I sug-
gest that a school of 500 or 600 would be able to 
meet the academic needs of their students and pro-
vide a rigorous AND developmentally appropriate 
program for students during the adolescent years, as 
well as being financially feasible. The original impetus 
for the middle school movement was the concept of 
developmental appropriateness, seeking to become 
more personable, and finally to provide a rigorous 
academic program (Kinney, 2003; Manzo, 2000). 
A smaller school, like the proverbial smaller pond, 
allows the average student to feel more a part of the 
educational family and team. Skandera and Sousa 
(2003, p. 22) noted that "small schools are superior to 
large schools on most measures and equal to them 
on the rest. Small schools provide teachers with 
greater influence, more personal time, and more 
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opportunities to positively interact with each of their 
students .. . granted the class sizes are adequately 
sized, as previous discussed (What Are Small Schools, 
n.d.). Smaller classes and smaller schools could be just 
as economically vibrant as the mega-schools, if they 
are able to meet the scholastic and the supportive 
needs of their students .. . and would be more produc-
tive if they better prepared students for high school 
and beyond . In other words, we may find that the old 
adage to be true, "You get what you pay for," when 
comparing the mega-school to the smaller; namely, 
a more personable school. Wing (2003) suggests that 
there is evidence that smaller schools provide twelve 
worthwhile benefits over large schools. These include: 
l) Graduate more students 
2) Cost less per graduate 
3) Save on management 
4) Provide more funding for classrooms 
5) Save on facilities maintenance, security and 
vandalism abatement 
6) Recover funds through higher attendance 
and lower dropout rates 
7) Reducing teacher absenteeism and turnover 
8) Facilities cost less to build 
9) Provide cost-effective operation 
l 0) More flexible use of facilities 
l l) Can recapture a greater "market share" 
of students and revenues 
12) Saving taxpayer dollars and strengthening 
the economy 
The dilemma faced in the United States is the mul-
ticultural changes in our country 's demographics, 
accompanied by the rapid changes in and caused 
by technology, are ushering America into the 
Information Age at breakneck speeds causing the 
system to buckle under a very different America than 
that of the era of the American Industrialization. We 
will not succeed in excellence if we continue to put 
our students through the assembly line programs of 
the average American factory-model school. We 
must learn to be more flexible, to think outside the 
box, and to think of what "might be," and not just 
"what is." We must recognize that ALL students do not 
learn best in the same manner or at the same pace. 
We truly need to be more individualized in our 
approach and recognize that education is not just 
important, it is vital (Littky, 2004; Levine, 2002). This 
obviously cannot be accomplished in large mega-
schools. If we fail to provide our youth with the need-
ed skills and training, our nation will erode in its influ-
ence, its power, and its stability. We must recognize 
differences of the various cultures within our borders, 
and provide a rigorous and (semi-) personalize 
approach to help ALL students to reach their maxi-
mum potential. A variety of schools are needed to 
meet this need. The mega-school may work for some 
students ... it will not work for all. Variety is not just the 
spice of life ... it may be the key to success in educating 
a nation 's population. We need all types of schools to 
accommodate all types of students. Smaller schools 
can meet more of the demands, respond more 
quickly to the changes, and can help students 
to "fi1 in" by providing personal, dynamic and sup-
por1 ive strategies. The rewards will benefit all 
Americ ans ... not just the upper society . 
+ Provide ways for students to have meaningful 
connections with adults. 
Many students do not see the relevance of edu-
cation and they do not sense they that those in the 
system care very much for them. They have become 
a non-personal number. There are pockets of educa-
to rs out in the field making a difference in the lives of 
1heir students. They are bridge-builders. They seek to 
provide the students with positive interaction. They 
model how one can act and contribute and become 
excited over learning. They seek to reach out to the 
families, not something that traditional education has 
done very successfully. There are many plans and 
many strategies being tried by those on the cutting 
edge. 
The key is that programs are established in order 
1o meet the needs of a particular school or district. 
There is no silver bullet and there is not quick fix. What 
works in Pagoda might not work in Osceola. 
Educ ators need to evaluate their own situations and 
design research-based decisions to alleviate the 
problem areas. Building bridges is going to have to be 
an acceptable responsibility of all teachers. One's 
relationship, especia lly with adolescence, w ill prove 
to be vital in facilitating student learning and 
ac hievement. If / think you care about me I wi ll want 
to work hard and will wanf to please you. Like any 
other person, students want others to recognize them 
and to be proud of their accomplishments. This leads 
us full circle back to the reason which most consoli-
dation measures only increase or exaggerate the 
problems of student alienation and disenfranchise-
ment. For years educators have said that every stu-
dent needs at least one person (teacher) whom they 
feel knows them well. We have said it but we have 
done little in the way of seeing it come to pass. We 
need to reconsider how we are working, or overwork-
ing, our teachers in areas of less importance. We 
need to free up more time for the personal interaction 
and bridge building if we truly believe that mentoring 
and caring are vital components to helping student 
become well rounded and life-long learners. Th is con-
cept is not different in principle than what we say 
when regarding the importance of the home, home-
life, and support from the home. Time spent is time 
invested . Our generation of latchkey chi ldren needs 
our time and attention and if they do not get this from 
school, they might not get it at all. They are becom-
ing more violent, islands of isolation, or disenfran-
c hised? That is a question we need to examine. If stu-
dents disconnect from the values and goals of which 
previous generations thrived how will they connect 
with the society in which they live? Schools need to 
inc lude measures to carry out plans to provide mean-
ingful connections with teachers, the community, 
and a means of linking theory to practice. Service-
/earning and community-based education wi ll 
become more and more vita l ir:i providing students 
13 
with meaningful connections with adults and life 
(Furco, 1996; Kahne, & Westheimer, 1996). 
❖ Provide academic, exploratory and extracurricular 
enrichment programs that are fully funded. 
Exploration and extracurricular c lasses are part o f 
the middle school concept. I, however, am seeing 
students being set up for future failure by not being 
enabled to read and compute simple mathematics 
equations. I think we must prepare students to learn. I 
believe we tend to see "black" or "white" on this issue 
and it really should be "grey." The coin has two sides. 
Education requires a student to be able to master 
reading and comprehension and the longer it takes 
them to do so, the less likely they w ill ... and the more 
likely they will never graduate at all. Many of our 
classroom discipline problems occur, not because 
students are becoming worse in their behavio r, but 
because their behavior is becoming worse in order to 
hide (smoke screen) their lack of abilities in the c lass-
room. Students who cannot read and comprehend 
wi ll tend to act up in ways to take the spotlight off of 
their inabilities by placing the spotlight on their misbe-
havior. In essence, misbehavior becomes a form of 
"save-face" and protects the students from feeling 
"dumb and dumber." In truth, it has little to do with 
intelligence and everything to do with instruction and 
the mastery of basic ski lls. We need to consider a pro-
gram that provides students who have not mastered 
basic reading and computation with an integrated 
type of exploratory and extracurricular enrichment in 
order to help them reach mastery of these skills. 
For students who are not up to grade level in 
basic skil ls need more than the traditional middle 
school exploratory courses. Under such circum-
stances, the typical exploratory course would be 
"icing on the cake" for struggling students. We do 
need to realize that "cake" is cake whether it has the 
icing on it or not. It is the ingredients that make it a 
cake not the ic ing . The cake sti ll taste like 
cake ... though the icing is, hmm, good. Most of our 
students would be very happy just to have a piece of 
the educational cake. They need help in foundation-
a l skil ls like reading, writing, basic grammar, basic 
mathematics, thinking skills, and opportunities to 
apply what they learn to real life situations. Why could 
exploratory or extracurricular activities not be inte-
grated and centered on making real life applications 
to the concepts they learn? I would argue that we 
sometimes seek to give our students icing without the 
cake . Not very nourishing and certainly not very bal-
anced in approach. Sure, we shou ld provide 
extracurricular activities, but let us implement such 
programs that will assure that each student masters 
the basic piece of the educational cake before 
receiving the large spoonfuls of icing. 
❖ Utilize data driven program evaluation processes. 
Data collec tion has become more important in 
the last five years than ever before in the history of 
American education. The argument of teaching 
being both an art and a science is slowly giving way 
to the science of teaching. It is time that methods, 
strategies, and procedures be examined and 
assessed in an orderly and rigorous manner. To do so 
is to provide educators with a better "fit" with expect-
ed results. Monitoring, assessing, and analyzing data 
will more likely give us useful and "generalizable" data 
that can be used with specific populations of stu-
dents. Teaching, though not an exact science, can 
be improved upon and the most reliable way is to sys-
tematically assess, collect, analyze and to generalize 
the data. I do not suggest or promote the concept 
that one single government "approved" and operat-
ed data base for data-driven practices, which could 
prove to be misused and actually stifle (police) edu-
cational research rather than promote it. Collecting 
data for data 's sake is time-consuming and expensive 
and if not properly analyzed just becomes another 
added duty to an already extended teacher or 
administrator. Utilize data, but do not restrict thinking 
and testing strategies that might be considered "out-
side the box." 
❖ Provide ongoing professional development in 
middle-level philosophy and appropriate age-level 
teaching strategies within the contract day. 
There is a need for teachers to understand the 
age/grade level of students whom they teach . 
Whether considering kindergarten, primary, middle 
level, or high school, teachers need to know their 
clientele's developmental, cognitive, and emotional 
dynamics. Teaching requires one know and under-
stand their students? Knowing "why" and "how" are 
two important factors in facilitating learning and 
achievement. Many middle level teachers are inter-
ested and desire to learn more about their students in 
order to improve their pedagogy. We owe it to stu-
dents and teachers to provide the proper training 
and professional development that allows teachers 
to keep up on the current research, as well as pro-
vides a means of improving their own teaching skills. 
The interaction and the comparing and contrasting 
of shared experiences among seasoned educators in 
such a course can provide for excellent discussions, 
brainstorming, and application to the general class-
room. We need to practice more of this at the build-
ing level. It is a fulfilling experience when I see teach-
ers walk away with a positive attitude and an excite-
ment that they understand more clearly why their 
own students act and think as they do and how they 
can improve student achievement. Providing on-
going quality professional development is one key to 
getting teachers to respond and utilize the informa-
tion to help their students become better learners. 
❖ Ensure that teachers teach no more than two 
different class subjects. 
There is plenty of evidence that indicates that "out 
of field" teachers think and teach very differently than 
those well versed in the discipline. Novices look at the 
pieces of a course or topic, whereas the specialists 
look at the entire picture that includes the pieces of 
the course . The expert sees how the facts make up 
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the concepts and how the concepts make up the 
principles. A great teacher is one who has mastered 
the principles of teaching for learning. Out of field 
teachers have not mastered these specifics, either 
content or processes. Placing teachers in courses in 
which they are not prepared to teach in is not only 
poor pedagogy it is taking the chance that students 
will fall behind their peers. We have a dilemma in this 
country; the best teachers tend to teach the "best" 
students. Overextended teachers are not going to be 
the most productive and effective teachers. With the 
attrition rate for teachers being fifty percent in the first 
seven years of teaching (National Commission, 2003; 
Skandera & Sousa, 2003) should cause us to want to 
consider the reasons of training great teachers and 
keeping them in the profession. It is not fair to stu-
dents, or to teachers, when assigned too many 
preparations, and it should not be allowed to assign 
them preps for which they are not trained to teach. 
Hire the best teachers, then working on keeping 
them. Gordon (2003) reported that the expense of 
losing a first year teacher will cost a district approxi-
mately $12,000. The cost of losing a third year teacher 
could even reach $50,000 (Gordon, 2003, p. 35). 
Preparation time is not a fringe benefit, it is a neces-
sary and vital time of planning, grading, and creat-
ing .. . and some teachers never ever get "caught up." 
No wonder new teachers leave us and go into other 
professions. Our induction programs should help 
guard their time and require less "busy" requirements 
than that of the seasoned veterans. 
We truly have come a long way since the 
American Industrial Revolution. On average, how-
ever, our traditional public system of education and 
schools are still reflection of the factory-model of 
education where the product is stamped out on an 
assembly line based almost exclusively on past 
homogeneity. It is a "one size fits all" practice. The 
demographics and the era of our nation, however, 
are very different now. Yesterday's schools cannot 
meet the needs of today's students. Today's schools 
not those of your parents, or even yours. Change is 
inevitable. As the lyrics of one song stated, the only 
thing that remains the same is change. The times 
have changed . As we are well into the Information 
Age we must adapt and adopt by incorporating a 
large number of strategies and a large repertoire in 
types of schools and programs so as to reach the 
largest number of diverse students within our bor-
ders. I drill my preservice teachers that they must 
realize that "any strategy overused loses its effec-
tiveness." I would recommend that middle level 
teachers, administrators and educators help us to 
think outside of the box and to provide as many 
types of schools using many types of strategies in 
order to reach many types of students, so that ALL 
students can learn . 
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Harnessing the Call to Teach and Lead: 
What Future Teachers and Administrators 
Are Telling Us 
Janis B. Fine and Jeffrey S. Winter 
Janis B. Fine is an Assoc ia te Pro fessor in the program of School 
Administration and Supervision at Loyola University Chicago. Her 
areas o f research center on the issues o f social, commutative, and 
distributive justice as they impact decision-making in school leader-
ship. Serving as Director of Loyola's School of Education Rome 
Program, she teaches courses in Rome, Italy, using the historic si tes 
as the "c lassroom" to discover the cultural components o f Western 
Civilization and through them, interpret fundamental issues at stake 
in c urrent educational controversies. 
Abstract 
The decision work in schools often begins with a 
ca ll to do something that has a transcending pur-
pose. This is what Palmer (1998) called an "inner jour-
ney" whic h emerges from one's deepest self. Our 
paper explores how one's initial "call" to teac h and 
lead. is embedded in many aspects of one's vision for 
their future vocation. We p ropose ways facu lty can 
support the call and how it may help teachers and 
administrators gain and deepen satisfaction in their 
work. 
Introduction 
When one dec ides to begin a career as a 
teache r or school administrator. that individual 
applies to. and then enters a formal program leading 
to certification or endorsement in the area sought. 
The college or university program offers courses and 
professional experiences designed to help candi-
dates acquire the knowledge. ski lls. and dispositions 
necessary to begin and succeed in their c hosen 
vocation. The future professional is called. and the 
university provides the landscape necessary to find 
and express the voice of what Palmer (l 998) called 
"the teacher within" or what might be termed the 
"leader within". 
Unfortunately. wh ile candidates may begin their 
p rofessional sequences with the best of intentions and 
enjoy high quality courses, the working world that 
awaits them is for many a reality jolt that drives them 
from their c hosen career. Today's statistics show that 
many who enter the world of education rapidly leave 
the fie ld in which they anticipated spending many 
productive years. The attrition rate for teac hers for 
example. is about 15% in the first year. another 15% in 
their second year, and an additional l 0% in their third 
year (Croasmun, Hampton, & Hermann, 1999). The 
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picture for principals across the nation is also cause 
for concern . In Illinois for example, over 60% of ele-
mentary principals surveyed in 1998 planned to retire 
at the earliest age allowed by the state system. The 
attrition rate fo r Illinois administrators with less than 
one year's experience was 23% in 2001 (Illinois 
Consortium for Education Leadership:2003). 
While reasons for attrition are complex, many of 
the reasons are related to frustrations and diffic ulties 
in dealing with unexpected or c hanging realities and 
demands of today 's schools. Our goal in this paper is 
to explore how one 's initial motivation to work in edu-
cation or what some term the "call" to teach and 
lead, is embedded in many aspects of a person 's 
hopes and vision for their future vocation. We then 
propose ways fac ulty can support the ca ll to teac h 
and lead in order to help teac hers and administrators 
deepen the ir satisfaction and remain committed to 
their work . 
As professors who work with preservice teac hers 
and administrators, our experience with students 
along with a great deal of lite rature supports the idea 
that the decision to teac h or lead in schools begins 
fo r many with a call to do something that has a tran-
scending purpose. This road begins with what Palmer 
(l 998) calls an "inner journey" which emerges from 
one 's deepest self. Teaching and leading in schools 
are careers which are in many ways unique in the ir 
power to touch the lives, thoughts, dreams, and the 
futures of others. Education has been known since 
ancient times to be central in its ability to shape the 
thoughts of individuals and to affec t the lives of 
The authors wish to thank Dr. Jan Perney of National-
Louis University for his generous help in preparing the 
data charts for this artic le. 
lives of untold numbers. We concur with Palmer that 
the rush to reform schools will be ineffective if it does 
not begin with understanding, cherishing, and chal-
lenging the human heart. The intellectual, emotional, 
and spiritual landscape all provide anchors to the 
work of those who toil in schools. Understanding, sup-
porting, and embracing the call to teach and to lead 
can be the force which supports educators during 
times of stress, and ultimately work to help practition-
ers heal, strengthen and continue to embrace the 
vision that will continue to guide them along their 
chosen path. 
Goals: 
Our goals in this paper are to: 
1 . Present an overview and background regard-
ing personal factors which compel people to 
become school teachers and leaders. 
2. Present a summary of what was learned from 
candidates in preservice programs for teach-
ers and administrators regarding their call to 
work in education. 
3. Propose ways faculty can enhance programs 
by supporting the personal or inner journey of 
candidates. 
4. Offer examples of classroom based activities 
which support the understanding and strength-
ening of one 's call to teach and lead in 
schools. 
Background 
Preservice programs for sc hool administrators and 
teachers typically focus on issues of content, peda-
gogy, methodology, and practice, but few devote 
time to exploring ways to maintain and nurture the 
inner voice which called many to work in schools. In 
fac t, for many the opposite may be true . People 
enter education with idealism, but as attrition rates 
c ited earlier indicate, they often become disillusioned 
and leave the field. Current literature has included 
the often ignored areas of calling, spirituality, and 
deeper aspects of personal growth which for many 
are at the foundation of why they enter and decide 
whether or not to stay in education. 
The search for personal satisfaction through work 
was the focus of a recent issue of "The School 
Administrator" (Kessler,2002). Authors explored the 
issue of personal fulfillment and spirituality among 
educ ators, calling it the "third dimension beyond 
thinking and doing". Deepak Chopra and Michael 
Fullan discuss spiritual ideas which drive school lead-
ers. They and others recommend ways for principals 
to find a sense of purpose, calm, caring, and grati-
tude during times of turbulence and difficulty. Kessler 
describes gateways to the soul in education, includ-
ing the exploration of silence, finding deep meaning, 
purpose, joy, creativity, transcendence, and deep 
connection. This framework explores ways in which 
"respectful practices can be integrated into class-
rooms to honor these gateways to the soul of stu-
dents" (p.22). 
A companion text to "The Courage to Teach (Palmer, 
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1998) titled Stories of The Courage to Teach (2002) 
states in the forward : 
"Teaching is a calling, a vocation that requires 
constant renewal of the mind, heart, and spirit. 
Teachers come to the profession inspired by a passion 
to help others learn. They are drawn to education by 
an ethic of service and a mission to make a differ-
ence in the world. Good teachers care, and they 
keep finding ways to connect with students. Despite 
working in a system that often leaves them feeling 
exhausted, depleted, and vulnerable, they do not 
check their hearts at the door". 
Data 
Teaching and administrating schools involve pro-
fessional and personal dimensions. Palmer (1998) dis-
cusses the vulnerability of teaching because it takes 
place at the "dangerous intersection of personal and 
public life" (p .17). This causes a distancing of teacher 
from student (and perhaps principal from teacher) 
that minimizes the danger, but causes a self protec-
tive split. He suggests that remembering the identity 
and integrity of the wholeness of our lives is a critical 
step in rediscovering the place in our heart which 
compels our vision. 
In order to better understand the ideas and 
thoughts of preservice candidates on the issue of call-
ing and related issues, we prepared and adminis-
tered a questionnaire. Our survey was designed to 
help understand how candidates consider their call-
ing and allow us to explore how this affects personal 
dimensions of their vocations. 
Responses were coded, summarized, and analyzed 
for alignment with three larger themes that emerged 
from the literature. Each area is defined, discussed and 
explained by using responses by preservice teachers 
and administrators, and questions. Questions such as the 
ones we used as well as other supporting activities can 
begin a process to enhance and support the calling and 
commitment to teach and to lead. This kind of reflective 
engagement on issues of calling can become begin-
ning steps for transforming preservice preparation into 
places to discover ( or rediscover) the inner voice and life 
experiences which fueled the desire to teach and lead 
in schools. 
Questionnaires were given to undergraduate 
teacher candidates as they began their senior year 
practicum sequence. Administrator/school leader can-
didates were in their final course work for graduate 
degrees leading to state principal and superintendent 
endorsement. 
Following are questions along with thematic cate-
gories which emerged, response percentages from 
those categories, a set of sample responses and sugges-
tions for further reflective questions. 
Themes of Calling 
People choose to teach for "reasons of the heart," 
according to Palmer (1998). We begin with an overview 
of three themes identified by current literature that 
address issues of calling and personal commitment. 





The decision to teach begins with the individual 
and has often been described as deciding not mere-
ly to do a "job" but rather as a "calling" (Serow, 1994) . 
According to Serow, a calling: 
" ... signifies a high degree of commitment to a 
spec ific position, to whic h the incumbent sees herself 
or himself specifica lly d rawn. Those who are ca lled, 
therefore, would not merely discover a field that 
would be an appropriate matc h for their talents; 
rather, they would be convinced that their line of 
work uniquely lends meaning or wholeness to their 
lives (p.65) ." 
The language of ca ll ing o rig inated with re ligious 
overtones in medieval Christianity; however the secu-
larization of much language and c ulture has loos-
ened the religious underpinnings and retained the 
spec ia l linkage between the teacher's work and his 
or her innermost self (Serow, 1994) . Both quantitative 
and qualitative results indicated in Serow's study that 
"the sense of being ca lled to teach exerc ises a far-
reac hing influence on the formation of preprofession-
al se lf identity." 
The idea that individuals are ca lled to teach is 
shared by many future teachers. A study of preser-
vice teachers by Whitbeck (2000) showed a majority 
of c andidates viewing teaching as a ca lling, and 
indicated that this affected their impressions, beliefs 
and other areas they fe lt they needed to learn in 
order to be successful teachers. 
John Neafsey (2003) suggests how one may use a 
variety of dimensions associated with key themes for 
deepening a person's understanding about one's 
c alling in life. According to Neafsey: 
"It is assumed that a genuine sense of personal calling 
c an be experienced by anyone, regardless of his or 
her religious background or current religious practice. 
It c ould be said that each and every human person 
has a vocation, and that all of us, whether or not we 
are aware of it or respond to it, have the potential to 
hear and fo llow a personal calling in our own lives 
(ita lics in original) . 
The ca ll to teac h is described by Palmer ( l 998) as 
the voice with in that speaks to identity and integrity. 
The c a ll helps one understand what fits, what g ives a 
person life and reminds a person of their inner truth . 
He explains the importance of listening to that voice: 
"We need to find every possible way to listen to that 
voice and take its c ounsel seriously, not only for the 
sake of our work but for the sake of our own health as 
well. If someone in the outer world is trying to tell us 
something important and we ignore his or her pres-
ence, the person either gives up and stops speaking 
or becomes more and more violent in attempting to 
get our attention" (p.32) 
In d iscussing ways in which school settings can 
19 
nourish the spirit and soul within, Miller (2000) explains: 
"Love and work are essentia l to our well-being and our 
souls. We need to approach both with attention, pres-
ence, and a sense of mystery .... Bringing soul bac k to 
our love and work can allow us to approac h both of 
these essential elements in a manner that can bring 
wonder, joy, and deeper feeling into our lives" (p.45) . 
Why do teachers continue to teac h? With so 
many reasons to leave the profession, what do we 
know about those who keep working at it? A study by 
Nieto (2003) explores several factors. Inquiry groups 
often used the word "love" to describe how they felt 
about their students and the subjec t matter they 
teac h. Love of teac hing is perhaps the most funda-
mental e lement in sustaining a ca ll to teac h. It is seen 
in how teachers trust and admire students, their 
expectations for achievement, and affirming their stu-
dents' identities (p. 16). 
Roland Barth (2001) extends this discussion to the 
role that the school leader p lays in fostering an envi-
ronment in which the re-discovery of the spiritual 
occurs. Imp lying that an important part of the work as 
school princ ipals is to fac ilitate dreams, he states: 
School can become quite arid, unimaginative, 
and routinized organizations that provide youngsters 
and grown-ups alike an uninspired and uninspiring 
diet. Each of us entered the work with a magical, 
even spiritua l sense of wonder-wonder about the uni-
verse, about ourse lves, about those around us. We 
were blessed with the poetry of life. Somehow, over 
the years, that precious sense of wonder is neglected, 
abused, devalued, or extinguished within the family, 
the neighborhood, the school, or the workplace. 
Fortunately, for a ll of us the embers of wonder contin-
ue to burn beneath the surface. Just as a sense of 
wonder can provoke learning, so too c an learning 
fan these coals and restore our sense of wonder 
(p. 156). 
In speaking to the princ ipal about the need for 
the school leader to engage in personal reflection, 
Barth (2001) likens the school to a bal lroom floor 
where the principal dances in the midst of it a ll. He 
ca lls for the c ruc ia l need to find moments to ascend 
to the balcony and observe and reflec t on what is 
happening below. He explains that by ascending to 
the balcony, talking with one another in conversation, 
by telling stories, by walking, by a llowing themselves 
to be consumed by a sense of wonder, principals 
reflec t on their practice and a llow themselves to be 
consumed by a sense of wonder. 
The reflective practitioner, according to Barth, is 
above a ll, a learning practitioner. Yet, he finds that 
most programs for principal learning are targeted for 
professional development-development of skills of 
evaluation, budget, and c urriculum. He laments that 
unfortunately ruled out is support, encouragement, 
and acknowledgement of the p rincipal's personal 
development which might include capacities to 
express feelings, to be vulnerable, to take risks, and to 
trust. In describing how learning is holistic, Barth states: 
"As learners, we are not bifurcated into two neat 
hemispheres, one called professional, one called per-
sonal. To the contrary, learning is holistic. Each of us 
comes in one package. I believe that until we 
acknowledge and honor a large element of person-
al growth in our learning activities there won't be 
much professional growth." (p. l 60) 
Parker Palmer, in The Heart of Learning affirms 
that today's schools foster a "systematic disconnec-
tion of self from the world, self from others." (1999 
p.19). In discussing what is needed to transform 
schools, he explains that in the midst of all the current 
trappings of education today-the competition, 
facts, obsession with credentials, that we should seek 
a way of working illumined by spirit and infused with 
the soul. According to Palmer, "Attention to the inner 
life is not romanticism. It involves the real work, and it 
is what is desperately needed in so many sectors of 
American education" (p.16). Palmer asks that we 
reclaim the sacred which is at the heart of knowing, 
teaching, and learning. 
Through connecting with our inner selves as a 
means to personal growth, perhaps all school person-
nel can find their "inner voice ." John Neafsey (2003) 
refers to this as someone or something that speaks to 
our hearts in a compelling way that calls for us to lis-
ten and follow. By so doing, we connect with the ear-
liest meanings of the word vocation, the experience 
of hearing and following a call or voice. How do we 
connect with our inner voice? He suggests posing the 
following questions: 
• Have you ever had a life experience that 
seemed to "speak" to you about your life direc-
tion? 
• What do you believe was the message? 
Accordingly, activities which encourage reflec-
tion on personal voices are experienced in complex 
and individual ways. For instance, one's vocation 
may be a means of dedicating one's professional 
efforts toward fulfilling a worthy dream for repairing 
problems of the world, or transforming the world to a 
better reality. Neafsey calls this "The quest for a wor-
thy dream". Through intuitive understanding and per-
haps spiritual inspiration, one may educate in order to 
bring values, ideals, and aspirations to others. 
Topics Nefsey suggests exploring include: 
• The role of schools in one's dream of an ideal 
world. 
• What values are most important in one's life. 
• How working in schools can be a means to real-
ize personal dreams. 
• How to nurture a collaborative learning envi-
ronment which supports one's talents. 
• How to remember that each challenge is part 
of a calling . 
• What personal activities are sources of personal 
renewal and how they can be part of a per-
son 's routine. 
• Discovering which people support a sense of 
renewal and calling. 
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• How one's authentic self can be brought forth in 
one's work. 
Findings from Future Teachers and School Leaders 
Survey questions were presented to groups of future 
teachers and administrators. Following includes data 
charts, sample responses, and discussion. For each 
area the N=2l for T (Teachers) and N=2l for L 
(Leaders). Questions l and 2 are related to the 
themes of Individual/Personal aspects of calling. 
Question l : When did you first have the call to be a 
teacher /leader? 
Chart 1: First Call to be a Teacher ... 
Teachers Leaders 
Themes Chi-square 
N % N % Value p-level 
Discovered identity in youth, 
role-played "school" 7 33 0 0 7.00 .008 
Self-efficacy -
could make a difference and 
bring forth change 6 29 10 48 1.00 .317 
Discovered while an adult 
while parenting and in the act 
of "informal" teaching/leading 6 29 8 38 .28 .593 
Knew it would give a sense 
of personal fulfullment 5 23 0 0 5.00 .025 
Several significant similarities and differences 
emerged from future teachers and leaders. In the 
area of discovering one's identity in youth and role 
playing as a school teacher is very strong for the 
future teachers and not for the administrators. 
Likewise with the sense of personal fulfillment which is 
much more prevalent for teachers. There is no signifi-
cant difference for self efficacy and discovery of the 
desire to teach and lead as an adult. Here the future 
teachers and administrators share similar reactions. 
Sample comments: 
Discovered identity in youth - role played "school". 
T (33%): I knew that I wanted to be a teacher since I 
was a child. I loved helping others who needed help 
when they were struggling. 
Self efficacy - could make a difference and bring 
forth change 
T (29%): When I was in high school, I had to struggle a 
lot with my language barrier, and my teachers were 
very helpful. I became inspired by them to follow in 
their steps and change positively a student's life. 
L(48%): When I noticed things were wrong/outdated 
/inappropriate and the current leaders were afraid to 
tackle the issues. 
Discovered as an adult while parenting or in the act of 
"informal teaching/leading 
T (29%) I have always done well on supplementing my 
son's instructions from school and teach him areas of 
interest. I also volunteer as a room parent. My son told 
me"mom, you're good at what you're doing, why not 
go back to school and get paid for it?". It took my son 
for me to realize I'm a good teacher. 
L (38%): In my current position, I have found that in 
many ways some of my responsibilities gave me to be 
a leader of the special education team. Therefore, 
why not get the certificate so that I can be a true 
school leader. 
Knew that it would give a sense of personal fulfillment. 
T (23%): When I came back from South America being 
a missionary for my church. I found out that while I was 
teaching my beliefs, the people would react in a way 
that made me happy and fulfilled. 
Comments 
Clearly, important early and later life experiences 
affected career decisions. Candidates reca::ed child-
hood events as well as adult encounters particularly 
as a parent, which drove them to embark on a career 
where they could use their talents. Among school 
leaders, the desire to make a difference in the lives of 
others is an important driving force. Topics for reflec-
tion and activities might include: 
• How is working in schools a means for you to 
realize your personal dreams? 
• What kinds of personal activities are sources of 
personal renewal and how can they be part of 
my routine? 
• How is your authentic self brought forth in your 
work? 
Question 2: For teacher candidates: What unique 
qualities of your "inner self' (who you are) will you/do 
you bring to a school? 
For future administrators: Is it important to bring your 
"inner self' to your role as a teacher/leader? Why or 
why not? 
Chart 2: Unique Qualities You Bring to a School ... 
Teachers Leaders 
Themes Chi-square 
N % N % Value p-level 
Have an ability to make a 
difference - make things better 8 38 5 23 .69 .405 
Caring, understanding, 
patience, sensitivity 10 48 10 48 0.00 1.000 
Cultural identity 2 10 0 0 2.00 .157 
Knowledge and experience 0 0 3 14 3.00 .083 
Dedication 0 Q 3 14 3.00 .083 
There appeared to be no significant differences 
between teachers and leaders in this area with both 
groups showing much agreement. In the area of car-
ing, understanding, patience, and sensitivity, there 
were identical responses indicating shared under-
standing of the priorities to be placed in this area. 
Sample comments: 
Have an ability to make a difference - make things 
better 
T (38%): I am a very positive and outgoing person who 
likes encouraging my students to overcome chal-
lenges in life and providing them with tools what will 
last for life. 
L (23%): My passion for bringing the best solution for 
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the most people to bear on any problem. 
Caring, understanding, patience, sensitivity 
T (48%): Patience, excitement to learn from others 
and succeed. 
L (48%): Caring, compassionate, team approach, 
passionate, fair. 
Cultural Identity 
T (9.5%): Being Mexican and proud of it. The cultural 
differences I've experienced growing up, the diversi-
ty of a school is what would get me there. 
Knowledge and experience: 
L (14%): I bring a wealth of knowledge from different 
districts. I bring a sense of sensitivity to matters that 
need sensitive care. 
Dedication: 
L (14%): Dedication, perseverance, intensity. 
Comments: Future teachers and administrators see 
tr. 3mselves as caring and compassionate toward oth-
ers. They want to bring their personal qualities to their 
schools and use these qualities to improve schools 
and society. This motivation apparently comes from 
within and can be a powerful factor in entering the 
profession. Faculty may want to consider the follow-
ing questions for reflection and activities: 
• Have you ever had a life experience that 
seemed to "speak" to you about your life direc-
tion? What do you believe was the message? 
• What is the role of schools in your dream of an 
ideal world? 
• What values are most important to your life? 
Community 
Growth, commitment and change occur within 
communities. Communities of students, colleagues, 
neighborhoods, and school communities can be are-
nas of support and can sustain commitment to edu-
cation. The earlier quoted study by Whitbeck (2000) 
found that teaching candidates who felt a sense of 
calling often display an elevated sense of self and of 
their value to society. Nurturing this value may be an 
avenue for teachers to emphasize the importance of 
social justice and equity in their curriculum and class-
room activities. 
In Nieto's (2003) discussion on why some teachers 
continue in the classroom and what sustains them, 
the area of how they care about social justice is a 
powerful motivator. Teachers explain how their per-
sonal identity is threaded throughout their teaching 
through their involvement with movements outside 
education for social justice ( civil rights, anti-apartheid) 
and inside education (bilingual education, multicul-
tural education). These commitments helped drive 
teachers to maintain their dedication and commit-
ment. 
Palmer (l 991 ), in his essay, The Grace of Great 
Things: Reclaiming the Sacred in Knowing, Teaching 
and Learning, refers to education as a life-giving 
power. He claims that education is about healing and 
wholeness, and that in its ability to empower, liberate 
and transcend, it, in fact, renews the vitality of life. He 
further posits that as we use education to find and 
c laim ourselves and our place in the world, that, in 
fact, we reclaim the sacred at the heart of knowing. 
In so doing, according to Palmer (1991), we reclaim 
education from a mode of knowing that honors only 
data, logic, and analysis, and an unfortunate discon-
nect of self from the world, self from others. To recov-
er our sense of the sacred in knowing, teaching and 
learning, would be the key to recovering our sense of 
the otherness of the world-the precious otherness of 
the things of the world. Palmer concludes that in this 
recovery of the sacred we then recover our sense of 
community with each other -our sense of connective 
capacity to connect with students, and to the sub-
jects being covered. 
Palmer (1991) extends this discussion with the 
notion that when individuals who feel very isolated in 
the midst of their culture can become "in touch" with 
this life-giving power, they become catalysts for pow-
erful movements. He cites Rosa Parks and Nelson 
Mandela as among those who uncovered their 
sacredness to discover their inner truths, and then led 
communities of other like-minded individuals. The 
community would be built among those who would 
make the fundamental decision to act and speak on 
the outside in ways consonant with the truth we know 
on the inside. 
Neafsey (2003) believes that perhaps the highest 
calling is to become an ever-more compassionate 
and just human being in an unjust, often heartless 
world . Parks and Mandela demonstrated what 
Neafsey refers to as the capacity to feel pained by 
injustice in the world and particularly the capacity to 
do something about it -as the "awakening from the 
sleep of inhumanity." This sense of community, ignited 
by the compassion which sensitizes us to the plight of 
others, and moving us out of indifference, then makes 
us conscious of unjust systems, ideologies, and forces 
that produce injustices in the first place. 
Question 3: Is it important to bring your "inner self' to 
your role as a teacher/leader? Why or why not? 
Chart 3: Importance of "Inner-Self" ... 
Teachers Leaders 
Themes Chi-square 
N % N % Value p-level 
Allow you to bring various 
personal qualities that will allow 
you to be more effective 11 52 11 52 0.00 1.000 
You will teach/lead "who you 
are" and be authentic 6 28 9 42 .60 .439 
Serves as source of 
self-inspiration 3 0 0 0 3.00 .080 
Bringing your inner-self ignites 
passion, enjoyment, comfort 
in the class/school 6 28 0 0 6.00 .014 
Sustains me 0 0 3 0 3.00 .080 
Questions 3 and 4 relate to the area of communi-
ty. Responses to the question about whether it is 
important to bring qualities of one's inner self brought 
21 "yes" responses from both groups showing full 
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agreement regarding the importance of this area. 
There was significant difference in this area as teach-
ers ssee themselves as harnessing their inner selves as 
a source of passion and enjoyment in their c lassrooms 
at a higher rate than administrators. 
Sample responses: 
Allows you to bring various personal qualities that will 
allow you to be more effective 
T: (52%) Yes, because you can be more successful 
with children if you use your own qualities. 
L: (52%) Yes -people connect and follow the inner self 
of a person . Fundamentally, if people can relate to 
the core values of their leader- they will be able to do 
more and will feel fulfilled. 
You will teach/lead "who you are" and be authentic 
T: (28%) I think it is important to bring my inner self to 
my role as a teacher. This is who I am and what and 
who I am is very important and no one can change 
that. This is what makes every teacher very unique. 
The good person that I am on the inside shines as well 
as on the outside. 
Serves as source of self-inspiration 
T: (14%) Yes, if you don't bring your "inner self" to your 
role as a teacher, you'll get bummed out easily, lack 
of motivation will creep in, resentment follows until 
you won 't be an effective teacher anymore, or 
worse, hate yourself for it. 
Bringing your inner self ignites passion, enjoyment, 
comfort in the class/school. 
T: (28%) Yes, I feel it is very important for a teacher to 
bring his/her "inner self" into the classroom because 
that's what the teacher is passionate about. 
Sustains me 
L: (14%) It's crucial; you can't hide who you are in a 
role that is as stressful as it is. Yet sometimes you have 
to take the other perspective into consideration but 
you must remain true to your inner self or burn out. 
Question 4: What should school leaders/colleagues 
do to allow you to bring your "inner self' to a learning 
community? 
Chart 4: What Should School Leaders/Collogues 
Do to Allow You ... 
Teachers Leaders 
Themes Chi-square 
N % N % Value 
Allow for autonomy in the 
classroom expressed through 
curriculum, methods, decor, 
and style 12 57 0 0 12.00 
Provide a school culture which 
is open, non-judgmental, 
trusting, and honors different 




A significant difference here between teachers 
and administrators is the desire for teachers to want 
autonomy in the c lassroom while leaders emphasized 
the need for an open, non-judgmental environment. 
Sample responses: 
Allow for autonomy in the classroom expressed 
through curriculum, methods, decor, and style. 
T: (57%) Be open to creativity and allow not only me 
but also other teachers the ability to use their 
strongest qualities into their work. 
Provide a school culture which is open, non-judge-
mental, trusting and honors different viewpoints. 
T: 23%) Just be accepting of each other and allow 
each other to be themselves and not to judge any-
one. 
L: (76%) Openness for collaboration and communica-
tion. 
Comments: Future teachers and administrators 
want to bring qualities of their inner self to their voca-
tion. They agree that it would increase their effective-
ness and help connect with others. It is the relationship 
between their passion to succeed and who they are 
that motivates and inspires. Teachers were con-
cerned with being able to work in an environment 
which was open and non-judgmental. They want to 
collaborate with others and be accepted as they 
strive for success. 
Implications for the preservice classroom: Guiding 
questions for reflection and activities: 
• As schools are agents of social change, when 
was the last time you were moved by the 
needs of another person/group of people? 
• Have you ever experienced a "wake-up call" to 
pain/injustice in the school setting? If so, what 
feelings were stirred in you, and what did you 
do about them? 
• How can personal and collegial interaction 
become safe places for exploration and 
growth. 
Neafsey (2003) discusses the call of service where 
genuine callings are characterized by a sense of 
social responsibility and generosity (p. l 0). He suggests 
discussion of the following: 
• How can personal and collegial interaction can 
become safe places for exploration and 
growth? 
• What will you do to sustain a learning communi-
ty which supports your calling? 
• How can your talents and gifts be put to use to 
make the world a better place? 
• Do you naturally identify or sympathize with the 
sufferings or aspirations of any particular kinds 
of people? Is there any group you are drawn to 
help? 
• Where do your "deep gladness" and the "world 's 
deep hunger" meet? 
Mentorship 
Much has been written about the need for 
greater attention to mentoring of teachers and 
administrators. Attributes that have been used to 
describe mentors include trusted guide, counselor, 
teacher, confidant, role model, sponsor, change-facil-
itator, coach, protector, and leader (Gold; 1996, 
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p.572). Mentoring is viewed as a powerful means to 
improve quality and retention of new teachers 
(Darling-Hammond & McLaughlin, 1996). 
Through field experiences, preservice teachers 
have an early opportunity to develop a 
mentor/mentee relationship, and explore ways to 
look to mentors as an important support component 
in the call to teach and lead. This area has been 
explored in professional literature in a variety of ways. 
Some suggest the cooperating teacher provides 
mentoring which may be the most important factor in 
impacting preservice teaching candidates 
(Tabachnik & Zeichner; 1984, Enz & Cook; 1991). A 
project described by Moir and Bloom (1996) assists 
mentors through training, coaching, and observation. 
Training allows high degrees of effectiveness in work-
ing to help classroom teachers work in what they per-
ceive as a supportive school culture. Moir and Bloom 
(1996) state: "We have found that mentoring offers 
veteran teachers professional replenishment, con-
tributes to the retention of the region's best teachers, 
and produces teacher leaders with the skills and pas-
sion to make lifelong teacher development central to 
school culture" (p.58). 
The importance of mentors in sustaining the call 
to teach has been cited in other studies as well. Nieto 
(2003) discovered that teachers who remained com-
mitted to teach found themselves sustained by others 
including "colleagues to whom they could turn for 
support''. 
Candidates will have opportunities to discover 
and act on needs to mentor and be supported by 
mentors. Questions of the relationship of mentors and 
the role of mentorship as response to the needs of 
others will be considered. Students will explore the 
roles of trust, perspective, comfort, and fear in the 
process of growth. 
There is a need to bring what Barth (2001) calls 
the "wisdom of experience." to the field of leadership. 
He explains that while new educators bring energy, 
hope, and new ideas to the profession, it is the veter-
ans who carry an abundance of craft knowledge. 
Mentorship, in this sense, calls for veteran teachers 
and leaders to share what is typically lost: 
"Next June, in almost every school in the nation, 
teachers and administrators will retire, leave the pro-
fession forever. And when they walk out the school-
house door for the final time, they will carry with them 
an enormous collection of experiences, and learn-
ings from those experiences. They will be loaded to 
the gunwale with craft knowledge which, hence-
forth, will be forever lost to the school, to their col-
leagues, and to the profession. In this way, craft 
knowledge, continually bled off from our schools, 
taken to the grave---unappreciated, unwelcome, 
unrevealed, and unused. What a tragic loss to the 
profession, to the professionals, and to the cause of 
school reform. (p.60) 
Sergiovanni, in The Lifeworld of Leadership (2000) 
utilizes the theoretical framework developed by 
German philosopher, Jurgen Habermas to describe 
two dimensions that exist in any organization; a "life-
world" and a "systemsworld". Sergiovanni asserts that 
leaders and their purposes, followers and their needs, 
and the unique tradition, rituals, and norms that 
define a school's culture compose the lifeworld of the 
school. On the other hand, the management designs, 
protocols, policies and practices, and efficiency and 
accountability composed the systemsworld of the 
school. Sergiovanni contends that, "school character 
flourishes when the lifeworld is the generative force for 
determining the systemsworld, and that school char-
acter erodes when the systemsworld is the generative 
force for determining the lifeworld." (p.ix) 
The community, then, according to Sergiovanni, is 
the heart of a school's lifeworld. It is where mentors 
engage with mentees about craft knowledge as well 
as common ideals and dreams. He discusses that 
communities require that people come together to 
share common commitments, ideas, and values and 
use this core of ideas as the source of authority for 
what they do. He contends that because communi-
ties are organized around relationships and ideas, 
they are defined by centers of values, sentiments, 
and beliefs that provide the needed conditions for 
creating a sense of "we" from the "I" of each individ-
ual. 
Neafsey (2003) refers to this formative and trans-
formative influence one can have on another's life as 
a way of "helping others recognize their dreams." 
Serving as a role model or mentor, such people as 
Parks and Mandela perhaps helped others to, as 
Neafsey says, identify the beginning of their own call-
ing, and then to further encourage them to follow it. 
This kind of mentorship is the formative influence one 
would have on another in helping to determine, 
"What is my life trying to do with me?" Questions for 
educational leaders to explore this area would be: 
• Are there people whom you have influenced to 
be the persons they have become? 
• Are there partic ular events or experiences that 
come to mind in which you believe you 
impacted the way a person 's life unfolded? 
Preparatory components for future teachers and 
administrators can help guide them in ways to more 
deeply understand what to look for in a mentor and 
how to sustain this relationship. Neafsey suggests 
exploring the following questions and topics: 
• What are the talents you bring to schools and 
how might they be experienced by students 
and teachers? 
• Who have your role models been and what 
qualities made them mentors? 
• How do you affirm the talents of others and how 
do you discuss this with them? 
• How would you tell a colleague about an area 
of weakness you have seen or heard about? 
• What are differences between mentor, friend, 
and colleague? 
Mentorship 
5. Describe the qualities which should be demonstrat-
ed by those who mentor teachers/school leaders. 
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Chart 5: Qualities Demonstrated by those who Mentor ... 
Teachers Leaders 
Themes Chi-square 
N % N % Value p-level 
Provide emotional support 14 66 13 61 .03 .847 
Provide help through 
knowledge and experience 14 66 12 57 .15 .695 
Understand "new" teacher 
career stage needs 3 14 0 0 3.00 .083 
Passion as leader 0 0 2 10 2.00 .157 
Questions 5 and 6 address issues of mentorship. 
The above data shows general agreement in each 
area between future teachers and administrators 
with no significant disagreement in the qualities they 
seek in their mentors. 
Sample comments: 
Provide emotional support 
T (38%): Patience and understanding of the begin-
ning teachers ' feelings. Be cooperative and critical, 
to give feedback so the teacher can learn . 
L (62%): Professionalism, great listening skills, tact, and 
compassion. 
Provide help through knowledge and experience 
T (66%): Be able to help and instruct beginning teach-
ers in areas to help them become excellent teachers. 
Patience, concern, openness. 
L (57%): Patience, positivist, a passion for their position 
and also honesty on dealing with the different parts 
that are a reality. 
Understand "new" teacher career stage needs 
T (14%): Understanding - beginning teachers are still 
learning. Patience to let us learn. Help us to learn real-
world instances. 
Passion as leader 
L (9.5%): Excellent school leaders are dynamic and 
have a vision and are able to inspire others. 
6. Describe the qualities of a teacher/leader who 
impressed you as a role model 
Chart 6: Qualities of a Teacher/Leader who 
Impressed You ... 
Teachers Leaders 
Themes Chi-square 
N % N % Value 
Provide emotional support 8 38 13 62 1.19 
Demonstrates well the 
"science' of teaching/leading 3 14 10 48 3.76 
Demonstrated well the "art" 
of teaching/leading 11 52 13 62 .12 
Is "other-centered" 
(student-centered, teacher-






Data reveals general agreement in all areas 
except the quality of a teacher or leader who they 
found impressive. In this area leaders identified those 
who demonstrated well the "science" of leading 
schools more frequently than future teachers. 
Sample comments: 
Provides emotional support 
T (38%): Calm, patient, aware. I could "see" her think-
ing as she spoke. She was always very conscious to 
screen her words so she expressed herself positively 
and appropriately. 
L (62%): Positive, affectionate, well organized, tried to 
bring out the best in me, flexible, open-minded. 
Demonstrates well the "science" of teaching/leading 
T (14%): He was very knowledgeable about the sub-
ject and his c reativity of getting everyone involved. 
L (48%) : Some qualities that impressed me were 
organization, compassion, discipline, high expecta-
tions, supportiveness. 
Demonstrates well the "art'' of teaching/leading 
T (52%): Patient, creative, had information not always 
heard, allowed for freedom of individual thoughts, 
never said "you're wrong" on an opinion, brought 
humor into the classroom . 
L (62%): Character, professionalism, care, balance. 
Is "other" centered (student/teacher/school) 
T (28%): By making me a part of the whole class 
L (52%): The school leader was committed to my 
growth as a person as she was to my growth as a pro-
fessional. 
Comments: Future teachers and administrators 
want emotional support as well as guidance in the 
skills and arts of their vocation. They look to those with 
greater knowledge and experience for leadership 
and modeling. A positive, caring mentor needs to 
demonstrate commitment and patience to best nur-
ture the novice. 
Implications for the preservice classroom: 
Questions for reflection and activities 
• Are there people whom you have influenced to 
be the persons they have become? 
• Can you recall particular events or experiences 
that come to mind in which you believe you 
impacted the way a person 's life unfolded? 
• Can you recall particular events or experiences 
in which others mentored you and impacted 
the way your life unfolded? What qualities in 
you allowed them to be a good mentor? 
• What are the talents you bring to schools and 
how might they be experienced by students 
and teachers? 
• How do you affirm the talents of others and how 
do you discuss this with them? 
Summary and Recommendations 
It is a long leap from the world of university course-
work and field experiences to assuming responsibilities 
of decisions and actions in schools. When teachers 
and leaders find their jobs overwhelming they may 
question their choice of vocation and perhaps leave 
a field in which great success and gratification could 
have been experienced. Palmer (1998) discusses how 
we make decisions based on "sciences" of the world, 
and that we may ignore the inner realm of the heart 
as romantic fantasy. It may be the case however, that 
this inner space from which one 's call emanates is the 
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most important place to look. But little is done in our 
schools, our universities, and in our daily lives to sup-
port the nurturing of our passions, our visions, and our 
deeper selves as it applies to vocation. 
Future teachers and school leaders reveal that 
their call to educate can be supported and honored 
in many ways. Clearly, part of the mission of profes-
sional preparation programs should inc lude efforts to 
embrace and nurture the ca ll which led these indi-
viduals to our classrooms. The path of the heort must 
be nurtured to meet the challenges of today ond one 
day, pass the torch to others. To paraphrasH an old 
adage, the journey of a thousand miles starts with the 
ca ll to begin . Let's support that call. 
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Abstract 
Are sc hool leaders being poorly prepared? Do 
the traditional courses offered in the hundreds of 
administrator higher education programs adequately 
provide the necessary tools to succeed as an admin-
istrator in the 21st Century education world? These 
questions are being asked frequently by many differ-
ent groups. Some of these groups are powerful and 
influential and may determine the future of adminis-
trator preparatory programs. Will what we know as 
traditional programs for the training of administrators 
survive the spate of attacks and clamor for new ways 
of doing it? 
Much more has been said of the preparation of 
school leaders. Professional practitioners, graduates 
of university programs which train principals and 
superintendents, are among the vocally critical of 
what was required of them and how well it served 
their need to be job proficient. There are others who 
wish to move these programs from the university to 
the State Department and also to the workplace. 
Strongly meshed together are a large number of 
those concerned who wish to make the preparation 
of our school leaders more like an apprenticeship of 
the business world rather than academe. Others 
would eliminate traditional programs for all certifica-
tions altogether allowing those who succeed to be 
able to govern and lead. This paper discusses criti-
cisms. selected on-going studies of school leadership 
programs, current programs and describes a new 
approach which combines the areas of theory and 
practice into a new and unique workable model. 
Results of a study of the student reactions are pre-
sented and treated . Survey results of student reac-
tions to the new model is documented. A program, 
which attempts answers to some of the questions 
about how to improve administrator preparation, is 
described, analyzed and assessed. 
The Current Scene 
Programs in Educational Leadership have come 
under greater scrutiny in the last several years. State 
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Departments of Education, feeling pressure from 
practitioners who when evaluating their own pro-
grams or assessing the strengths of new hires to 
assume the principalship, have felt that less than ade-
quate university preparation had been provided. 
The struggle to find new ways of approaching this 
problem has been tossed about, but in most part uni-
versities still rely on traditional class work taught by 
professors far removed from the real world who weigh 
heavily on the side of theory rather than practice. 
Worse yet, retired school administrators who have lit-
tle enthusiasm for what they are teaching are 
employed to teach administration classes and create 
classes that are mostly war stories of their past experi-
ence and void of rigor or academic quality. Klauke 
(1990) stated in her report that today 's administrators 
must acquire fresh skills. Schultz (2005) presented the 
argument that the typical university program for 
preparing administrators does not adequately do the 
job. Reform has been suggested by others who want 
changes in administrator preparation programs to be 
revised (Lawrenz, Huffman, & Lovoie, 2005; Petzko, 
2005) . 
Improvement Studies 
The status quo is not necessarily the case in all 
endeavors to prepare school leaders. Studies of inno-
vative preparation programs for principals are cur-
rently underway to determine and possibly to 
change what is going on. A good example is the 
Stanford study (Darling-Hammond, 2005). The pur-
pose of this work is to search for new and different 
approaches to university programs for administrators. 
This study conducted by The Stanford Educational 
Leadership Institute is supported by the Wallace 
Foundation. The mission of this research is to discover 
the qualities of selected exemplary programs. Why 
are these programs so good, what are the charac-
teristics of leadership these exemplary programs pro-
vide and exactly how are they configured are the 
major questions to be answered . They also want to 
know what and who supports these programs, how 
much they cost and finally what kind of impact do 
these exemplary programs have on the schools? The 
last goal is to discover if the leaders these programs 
prepared are able to make a positive impact and 
demonstrate effective on-the-job leadership as 
defined in the research literature. Eight programs 
were selected for study based on their reputation of 
quality. All but one was university-district partnerships. 
These programs are located in California, New York, 
Connecticut, Kentucky, and Mississippi. The results of 
this study will no doubt shed new light on what is real-
ly working and could serve as a catalyst for change. 
Levine (2005), President of Teachers College, 
Columbia University has recently completed a report 
very critical of the status quo in which he says that 
many university leadership programs are engaged 
into a "race to the bottom". He cal ls for a curricular 
balance where theory and the practice of adminis-
tration are combined. This would provide, he con-
tends, both study in university classrooms and work in 
schools with successful practitioners. Few schools who 
prepare administrators set up mentoring relationships 
, he reports and most professors are unable to seNe as 
or effectively supeNise mentors he goes on to claim. 
Philosophical Underpinnings 
There is no doubt differing opinions are prevalent 
when developing a curriculum for leadership prepa-
ration. These are value-laden choices as any curricu-
lum matter would be. The present curriculum devot-
ed to the time honored courses we commonly 
accept is still the major force in most universities and 
it typically consists of a foundation course, school law, 
supervision, personnel and some little field practicum 
as a capstone. 
A wide spectrum of thought plays a role in believ-
ing which approach serves administration prepara-
tion best. Using the traditional educational philoso-
phies is helpful in understanding the varying positions 
of those who are speaking out. The perennialist in 
most instances would favor traditional course work 
expecting the professor as the one whose major roll is 
to interpret and tell. The idealist approaches it from 
the need to sharpen the intellectual process. The real-
ist would put more emphasis on what is the current 
practice and order and disciplined approaches 
emphasized, and experimentalists and existentialists 
would allow more freedom and allow students more 
flexibility, without regard to tradition. All those seeking 
change may fit one of the philosophical approaches 
more than another, but most would have pieces of all 
of them. However, a careful look and analysis of the 
current thinking would suggest there are few perenni-
alists, few experimentalists and existentialists, and 
many more idealists and realists who are calling for 
change. They may be leading the crusade for 
change and at the head of the parade (Wiles & 
Bondi, 1984). 
Apprenticeships 
There are those who want to change both 
teacher and administrator preparation into what 
resembles an apprenticeship. Their beliefs might be 
described best as like the apprenticeship of the past 
which prepared artisans for future work. For example, 
the shoe cobbler would take on a young person 
desirous of becoming a cobbler. Through on-the-job 
experiences, actual cobbling, asking a practicing 
cobbler questions when confronted with problems 
and a length of time with on-the-job experiences and 
mentoring, would allow those skills to be learned nec-
essary to become proficient. 
Attempts at Change 
The business world is chock full of practical expe-
riences for trainees and could be responsible for a 
movement to more and more job preparation for 
administrator candidates devoted to on-the-job 
worksite. Most frontline managerial positions are con-
nected to traineeships, which are most like appren-
ticeships. Table One, which follows, is a summary of 
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the New South Wales Government's Department of 
Education and Training and it reports an example of 
the number of apprenticeships and traineeship pro-
grams currently on-going (Department of Education 
and Training, 2005, Apprenticeship and traineeship 
system data). Table One clearly illustrates businesses' 
concentration of on-the-job training. The largest num-
ber illustrates the involvement of managers who must 
do traineeships. Listed last on this list is defined as edu-
cation support-school assistants. 
Vocation 
Existing Worker Traineeship Vocations 
Table 1 
Business (Frontline Management) 
Transport & Distribution (Warehousing & Storage) 






Transport & Distribution (Rail Infrastructure) 












In his publications Murphy (2001 ), with experience 
as a Professor at Ohio State University, President of the 
Ohio Principals Leadership Academy, Chair of the 
Interstate School Licensure Consortium and author of 
Educational Administration : A Decade of Reform, has 
expressed his assertion that there is enough power for 
change in the standards developed for the 
"Standards for School Leaders" adopted by the 
School Leaders Licensure Consortium. Groups such as 
American Association of School Administrators 
(AASA), National Association of Secondary School 
Administrators (NASSP), and National Association of 
Elementary School Principals (NAESP) all have provid-
ed input for this attempt to improve leadership prepa-
ration . The requirements for preparation necessary to 
meet these standards were intended to solve the 
problem. 
Murphy's contention is preparation programs 
should prepare students to assume principalship 
responsibilities once, through a test; they have 
demonstrated a movement from focus on manage-
ment to leadership. A necessity for effective leader-
ship is the ability to show a discernment of compas-
sionate and humanistic concern. Another key ele-
ment is the wisdom of the renovation and change in 
dynamics of management. Future leaders must pos-
sess an appreciation of the community of school 
administration as well as the necessary partnerships 
that are involved. Finally, Murphy believes there must 
be an acceptance for morals and principles as well 
as philosophical and insightful dimensions of leader-
ship (2001 ) . 
Most recently preparation program evaluations of 
students training to be administrators in some states 
have moved to a new format. Missouri, for example, 
has in place the School Superintendent Assessment 
for superintendents and the School Leaders Licensure 
Assessment for principals (DESE, 2005). Although 
these requirements are not course specific, they do 
have an impact on the curriculum for departments 
preparing school leaders. These assessments empha-
size abilities to analyze and solve real problems in 
schools and represent a change in approach. 
Only a minor part of the curriculum requirements 
in Missouri focus on actual field experiences with on-
the-job train fng. An academic two-hour course which 
translates into 90 clock hours of field work is all that 
must be done to meet state requirements. Thus, we 
could conclude that course work as it now stands is 
not an excellent preparation for these assessments 
and, in fact, one could argue not good preparation 
for a real job either. Advisory groups are presently 
working on a revision of requirements in Missouri but at 
this writing no major changes have been put in place. 
Northwest Pilot 
Faced with the challenge of criticisms of how 
school leaders are prepared, Northwest Missouri State 
University began exploring ways in which the current 
program could be improved yet, still meet the 
requirements set forth by the state regulations . 
Discarding all parts of the current program was not an 
option. The total abandonment of the traditional 
course offerings was not desired and not even possi-
ble and still meet certification rules set forth by the 
state (Northwest Missouri State University Graduate 
catalog, 2003-2005, p. 141-144). 
A series of Department of Educational Leadership 
retreats were held. Heated and lengthy discussions 
by the faculty of the department took place attempt-
ing to establish a new and innovative program to pre-
pare administrators. It was framed in an environment 
which set the limits of the possible revisions. Totally 
abandoning the current program was not a goal by 
the department. Meeting state requirements was 
required and understood as essential by all members. 
Staying within the bounds of academe with attention 
to work loads, qualifications for institutions and credits 
was mandatory. Less emphasis on theory and more 
emphasis on field work were to be included and were 
deemed a crucial element. Less face-to-face class 
time, but more learning in real world settings was also 
very important. The ability of students to accumulate 
more credit hours in class than in the traditional set-
ting was also agreed upon by the department. Use of 
electronic computer enhancement to deliver instruc-
tion and communicate with students was an agree-
ment that also meets the demands of the 21st 
Century. It was also deemed necessary to incorpo-
rate the new approach into existing offerings without 
total loss of the traditional program, and it was felt 
necessary to assess the effectiveness of the new 
offerings from both student and professor points of 
view. Due to the obvious budget constraints, it was 
also important to keep it cost effective and afford-
able for both the student and the institution. In depth 
discussion included the importance of an organiza-
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tion that would allow those with full time employment 
to participate. 
After several days at the retreat in Nebraska City, 
Nebraska, the tree city where Arbor Day was first cel-
ebrated, the department proposal was born. It was 
decided to continue to use the traditional courses in 
the school leadership program, but blend and mesh 
four of the courses selecting two for one set and two 
for another set. The students' learning environment 
would involve much more focus on field work. 
Methods of Educational Research and Issues in 
Education were combined and placed into one set 
as well as School Supervision and Foundations of 
Administration into another set. These two new class-
es in each set would meet alternatively, reducing the 
face-to-face time for students. These classes would 
be supplemented through the use of the Internet and 
eCompanion. One example of th is new approach 
would be by combining the classes of Issues and 
Research. A research questionnaire which asks ques-
tions about Issues could be blended with Research . 
Assignments would also require students to spend 
more time on projects which require students to work 
in the field with real situations in the schools. This 
might be done through the use of a community sur-
vey which could be administered to educators, 
patrons, and the general public . The proper con-
struction of the surveys, evaluation and statistical 
analysis could be a project for the Research class with 
the Issues class left to deal with the sociological, philo-
sophical, historical, and signifiG.oAGe of what was 
found. This new organization was given the title 
Northwest Authentic Leadership Program and 
launched as a pilot during the spring of 2005. 
The thrust of the program was the integration 
of courses and subject matter meshed that would 
allow them to be linked together and coordinat-
ed. The assumption is that a broader spectrum of 
learning will cause students to learn more and a 
realistic environment in the field removed from the 
exclusiveness of the classroom would be benefi-
cial . Students were encouraged to work with prac-
titioners and school patrons and the general pub-
lic and use these groups ' experiences and advice 
to help the students solve assigned problems. 
Classes would emphasize the nature of the real 
world of education and how it fits into what is 
being studied. Information can be shared via the 
Internet and eCompanion with the entire group of 
students and both professors can provide input, 
assess and direct learning in this way as well as 
traditional ways. Chat rooms, email, and other 
electronic programs can be organized to further 
share information and learning. The schedule 
might look as presented in the following illustra-
tions. 
Session number one. Face to face classes 
meet together for review of course content, expla-
nation of eCompanion and use of computers and 
Internet, assign projects, assign teams to work on 
projects, and assign chat room discussion time. 
Session two. Students work in field to gather data, 
prepare reports for individual and team assignments, 
visit practitioners, prepare spreadsheets, visit chat 
room to discuss projects. 
Session three. Face to face for oral reports, class 
exercises, discussion, analysis of field findings, plan-
ning and assignments for next field project, guests, 
and videos. 
Session four. Field work continued. 
Alternating days are allowed for the preparation 
time connected to field experience with practicing 
administrators and other educators. Assignments 
were designed so as to mandate that students work 
closely with the field representation. Each assign-
ment was coordinated so that upon arrival at face-
to-face classes each of the two classes was able to 
mesh the real experiences with theory and apply it 
to the learning processes. For an example, an 
assignment for an appointed team of students 
might be to research and provide authentic infor-
mation for a class discussion on home schooling. 
The team's responsibility is to find real parents who 
home school, interview them and create a video to 
be presented to the class or preferably schedule 
the parents for part of the class activity report so as 
to learn more from real home school parents. This 
would have been preceded by a reading assign-
ment of clashing views from authors who are propo-
nents and opponents of home schooling. A written e-
Companion document sharing the clashing views by 
the students to the professor and class prior to meet-
ing for the presentation would be required. Students 
then are able to connect the theoretical classroom 
discussions to the real world which 21st Century 
school leaders must face. 
Assessment and Analysis 
The students reported mixed reactions to the new 
system. Some of the comments made on the class 
ending surveys found that most students liked the 
ability to meet alternatively and have time for field 
work. A total of 82% said this was either a strongly 
agree or agree category. Sixty-nine percent said that 
face-to-face classes were their preference as their 
only choice. 
Table Two that follows reports the findings of the 
survey that was given to the students at the comple-
tion of the course. 
Students' Assessment of Authentic Leadership Program 
Table 2 
Survey Question 
Had enough time to complete assignments 
The requirements of the course were clearly understood 
Using eCompanion was difficult for me 
I was able to use my personal computer to assist me 
with assignments 
More instruction on computer use would have been helpful 
The evaluation system used for grading was satisfactory 
All face to face classes are my preference 
The professor was willing to assist when asked 
I learned as much or more using this system as I would in 
traditional class 
The opportunity to earn six graduate hours, one night a 
week, was a plus for me 
Class assignments were appropriate and meaningful 
I learned a great deal from this class 
I learn better by doing rather than listening 
My computer skills improved because of this class 
The subject matter of the class was helpful to me as an 
Educator 
Using the computer and eCompanion for class was helpful 
in completing assignments 
Classes offered in this format should be a regular part of 
educational leaderships' offerings 
Because I was able to earn six hours, I appreciated the 
opportunity to apply for financial aid 
Notes: 





































































5 = Strongly Disagree 
Conclusion and Summary 
Our tendency as professionals who are at institu-
tions where the preparation of school administrators is 
our function and that preparation is criticized, is to 
draw the wagons in a circle and prepare to fight to 
keep what we have. Many of the attacks may be 
based on reality. Our programs as they exist are not 
doing the job. This means new and innovative 
approaches are a must until the right formula has 
been discovered. My sense is even then we will be 
facing a horizon that never sets on the correct and 
only way. These things are ongoing and need modifi-
cations. Qual ity cannot stand still; it is ever changing. 
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Abstract 
Many secondary teacher education programs are 
seeking to either create a large-scale Professional 
Development School program or expand a small 
existing PDS program. A number of difficulties unique 
to secondary education present themselves when 
institutions attempt a large-scale PDS program. This 
article presents one approach to circumventing 
these difficulties while being true to the Professional 
Development School philosophy. 
In 2000. teacher education institutions in Kansas 
were shaken when the Kansas State Department of 
Education finalized and implemented its new set of 
teacher education standards. These standards rede-
fined the nature of teacher education in the state 
and included criteria that not only identified what 
new teachers must know. but also listed what they 
must be able to do to qualify for a teaching license. 
The standards referred to these two types of criteria 
as "knowledge indicators" and "performance indica-
tors" ("Teacher educational licensure," 2004). In order 
to help teacher candidates meet these standards, 
the teacher education institutions had to revise the 
kinds of learning and field experiences their teacher 
candidates were experiencing. Especially needed 
was an increase in the quality and quantity of field 
experiences. 
Emporia State University was among those institu-
tions to restructure its teacher education programs to 
meet the new standards. ESU has an enrollment of 
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approximately 5500, with 150 candidates in its sec-
ondary education program. It is located in Emporia, 
Kansas, which is a community of 25,000 people. While 
Emporia State University works with many schools in 
various school districts, the public schools working in 
the closest partnership with the secondary teacher 
education program at ESU are Emporia Middle 
School and Emporia High School. The schools have a 
combined enrollment of 2300 students representing 
varied socio-economic and minority subgroups 
("Education report card," 2004). 
When the new standards became a requirement, 
the Secondary Teacher Education Program at ESU 
had two delivery systems: l) a campus-based, tradi-
tional program that 95% of the candidates complet-
ed; and 2) a small Professional Development School 
program for selected candidates. The traditional 
campus-based program consisted of several years of 
preparatory coursework in general education and in 
the chosen content area. Then, after candidates 
were admitted to teacher education, they complet-
ed two semesters of education coursework and field 
experiences. The first of these professional education 
semesters was called Phase l , which consisted of four 
university courses and a thirty-hour classroom obser-
vation. The second professional education semester 
was the traditional student teoching semester, called 
Phase 2. 
The smaller secondary program, the Professional 
Development School, was already a field experience 
intensive two-semester program that easily measured 
up to the new state education standards. Candi-
dates in the Professional Development School pro-
gram completed the same preparatory coursework 
leading up to admission to teacher education. 
However, in the first semester of the PDS program, the 
candidates spent a minimum of eleven weeks in 
Emporia High School, where a core group of teachers 
worked with the PDS candidates. The candidates 
divided the time at the high school between classes 
in the content area, an English as a Second 
Language class, a special education class, and the 
technology center. The education course content 
was delivered at the school in the form of seminar ses-
sions. 
The second semester of the PDS was full-time stu-
dent teaching in Emporia High School. The high 
school benefited from this program in that it had 
additional personnel in these different rooms, assisting 
and teaching as needed. At the end of the program, 
candidates in the Professional Development School 
had much more extensive and well-rounded prepa-
ration than did those in the traditional program, and 
easily met the performance indicators in the Kansas 
Professional Education standards. 
However, according to the new regulations, all 
secondary teacher education candidates needed to 
develop the performance skills identified in the stan-
dards. Thus, the campus-based secondary under-
graduate teacher education program at Emporia 
State University would have to transform itself into a 
field experience intensive program. Program leaders 
first considered transforming into a full Professional 
Development School-type program, where all candi-
dates in secondary education spent the two full 
semesters in a school just as those in the smaller PDS 
program did. The propose program would have 
involved blending the two separate semesters into a 
single experience for candidates that lasted all day, 
every day at a single site. Delivery of professional edu-
cation coursework in this system would also happen 
at the PDS site involving both university and school 
staff. 
The Kansas State Department of Education had 
adopted standards for Professional Development 
Schools that provided a blueprint for their develop-
ment and operation in the state. These standards are 
entitled Kansas Model Standards for Professional 
Development Schools and are very closely modeled 
after the NCATE PDS Standards ("Kansas model stan-
dards," 2002). The Kansas PDS standards include the 
following: Standard I, Learning Community, which 
addresses delivery of curriculum and what candi-
dates will do in the PDS; Standard II: Accountability 
and Quality Assurance, which addresses the need to 
ensure that PDS programs contain the same aca-
demic rigor as any other program; Standard Ill: 
Collaboration, which addresses collegiality and 
shared roles in the PDS; Standard IV: Diversity and 
Equity, which addresses the need for all students to 
learn; and Standard V: Structures, Resources, and 
Roles, which addresses governance of the PDS 
("Kansas model standards," 2002). The ESU secondary 
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education faculty wanted to develop a new pro-
gram that met at least portions of these five PDS stan-
dards. 
Problems 
The ESU secondary faculty faced a number of dif-
ficulties as it looked at the possibility of developing a 
full Professional Development School program. Three 
main problems became apparent as secondary edu-
cation faculty worked to create a full secondary PDS 
program. The first problem involved student sched-
ules. At ESU, during the Phase 1 semester (the first 
education block), most candidates had remaining 
courses in the major to complete and a few had 
general education requirements to finish. Many had 
required involvement in campus organizations, activ-
ities, and performances related to their majors that 
meet, rehearse, or practice during the day. Therefore, 
to require an all-day everyday experience in this first 
professional semester would create time conflicts with 
their other requirements and responsibilities. 
A second problem involved potential conflicts 
with other activities that a PDS system of a two-semes-
ter placement in the same building would create. By 
policy, candidates were not allowed to participate in 
athletics and other activities during student teaching. 
As a result, candidates were forced to student teach-
ing during their "off season". A two semester program 
would eliminate that option and come in direct con-
flict with athletics, music, debate and other similar 
activities. 
A third difficulty was finding enough buildings and 
teachers locally to accommodate the number of 
secondary teacher candidates enrolled at Emporia 
State University for a two-semester placement. 
Ideally, all secondary candidates would have their 
own placement for a year, but even when doubling 
up candidates in available classrooms, there were 
not enough area placements for this to happen. 
Therefore, a full Professional Development School 
secondary program would not work for Emporia State 
University short of converting the program into a five-
year endeavor. 
Review of literature 
Professional development schools were estab-
lished primarily to revitalize teaching practice and to 
provide more effective new teacher training through 
a sustained partnership between schools and univer-
sities (Zimpher, 1990). In the literature, the PDS design 
is frequently compared to that of a teaching hospital 
in medical education in that teaching university fac-
ulty and practicing professionals work together in the 
education of future practitioners (Carnegie Report, 
1986; Holmes Group, 1990; Sedlak, 1987). 
Research studies verify the belief that preservice 
teachers are better prepared for their professional 
duties when trained in a PDS environment. Several 
studies documented an increased level of involve-
ment in such things as extracurricular activities and 
other school functions, assisting other teachers in 
their professional development and working in after 
school settings with students (Christensen, Pierce et 
al., 1999; Houston et al., 1995; Wiseman & Cooper, 
1996) among those teachers trained in a PDS setting. 
Solutions 
To construct a suitable solution to this dilemma, 
the faculty saw the need to design a program that 
achieved the goals of a professional development 
school design (to revitalize the practice of local 
teacher and improve teacher training) while working 
within the confines that existed in the university struc-
- ture (student schedule needs, activity conflicts, and 
limited local placement options). 
The secondary education faculty developed an 
alternative called "Field-Based Teacher Education". 
The design involved a restructured, field-intensive 
Phase I that led into the traditional Phase II. The new 
program had one goal in mind: the field experience 
was to be central to the restructured Phase I. The 
field experience would integrate across all Phase l 
courses and would have candidates come as close 
as possible to experiencing the "real thing" without 
actually taking over classes. Three courses in profes-
sional education were then built around the field 
experience: Principles of Secondary Education, a 
course in secondary curriculum and instruction; 
Classroom Management, a course in management, 
motivation, strategies for diverse learners; and 
Educational Psychology, a course in cognition, 
assessments, and related topics. The field experience 
was to be a course requirement for ED 333, Principles 
of Secondary Education. 
The Phase I time block ran daily for approximate-
ly two hours, from 8:00 a.m. to 9:50 a.m. The high 
school has a block schedule of ninety minutes, with 
the courses meeting on alternating days. For the 
Phase l field experience, most candidates were 
assigned to a class at the high school that met during 
the Phase I time block. For example, the high school 
Block l met Tuesdays and Thursdays from 8:00 a.m. to 
9:30 a .m., and Fridays 8:00 a .m. to 8:45 a.m. 
Candidates then attended a Block l class at the high 
school every time it met for the entire semester, there-
by becoming a regular and integrated part of the 
processes of the class. The middle school schedule 
had classes lasting forty-five minutes, so the few can-
didates that went to the middle school were able to 
attend two courses on an every-other day basis. The 
formal class sessions for the Phase I courses met in the 
times in and around the field experience. The sched-
ule looked like this: 
o Mondays, 8-9:50: ESU courses 
o Tuesdays: in the assigned internship classroom 
o Wednesday, 8-9:50: ESU courses 
o Thursdays: in the assigned internship classroom 
o Fridays: in the assigned internship classroom, 
then ESU courses 
Implementation 
The arrangement provided the extensive field 
experience needed to meet the KSDE performance 
standards, as well as portions of Kansas PDS 
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Standards. In the new program the candidates 
would attend a class every time it met and would 
work with the mentor teachers to enhance the learn-
ing of the students. At the same time, the candidates 
were learning "the ropes" of teaching and the mentor 
teachers were gaining many new ideas for classroom 
activities and assessments from the interns. Interns 
were to become essentially classroom assistants to 
the mentor teachers including the preparation of 
whole-class and small group instruction. The internship 
required application of concepts learned in Principles 
of Secondary Education, Classroom Management, 
and Educational Psychology, thus integrating the pro-
fessional education courses into the field experience. 
The Phase I team worked closely with the local 
high school and middle school administration and 
teachers. The Secondary Education Department 
recruited Building Coordinators to work with the 
Phase I faculty team to coordinate the school build-
ing activities of the Phase I field experience. The 
Building Coordinators have three broad functions: l) 
placing Phase I candidates in a suitable classroom; 2) 
monitoring and facilitating the field experience; and 
3) communicating with Phase I faculty regarding 
scheduling issues and changes in the buildings. The 
building coordinators were able to confer with the 
mentor teachers to keep a current roster of mentor 
teachers who were willing and/or able to accept an 
intern. 
Addressing the Problems 
The purpose of this program design was to 
increase the amount of time that candidates spent in 
field experience while dealing with the problems that 
adopting a full PDS design would create. The resulting 
field experience doubled the amount of time candi-
dates spent in the internship experience. At the same 
time, the three problems that PDS would create were 
addressed. 
l . Students were allowed to continue to meet the 
course requirements of their major fields without 
adding to the time required to complete their 
degrees. 
2. The design did not require the additional 
semester necessary in a PDS design which allows stu-
dents in activities to continue to participate as they 
have in the previous design. 
3. The new design also addresses the limits of 
available teacher /mentors within commuting dis-
tance of ESU. 
Discussion 
This program is currently in its second year of oper-
ation. Secondary education faculty are looking 
closely at the way in which candidates are meeting 
the performance indicators in the standards, as well 
as completing the other licensure requirements in 
Kansas. One licensure requirement is successful com-
pletion of the Principles of Learning and Teaching 
exam, a standardized examination in the Educational 
Testing Service's PRAXIS II series, which assesses con-
tent in the professional education courses. While 
almost all ESU secondary candidates in the tradi-
tional program met t~e cutoff score on the PLT 
examination in the first testing, education faculty 
wanted to ensure that the changes in the courses 
and delivery systems of those courses did not 
impact student performance on this exam. It 
appears that there has been no impact on student 
exam results. The university cites a 100% pass rate for 
secondary education majors on the PLT in its HEA -
Title II Report for the 2003-2004 Academic Year 
("Title II reporting," 2005). 
From the mentor teachers' and candidates' 
perspectives, the revised program has been suc-
cessful. The mentor teachers know when the can-
didates will be in their classes and can plan for their 
participation. Teachers use interns for a wide vari-
ety of tasks, ranging from clerical work to tutoring to 
whole class instruction. The main challenge has 
been to ensure that the mentor teachers do 
employ a system where the candidate gradually 
assumes more and more responsibility in their 
assigned class. Candidates report satisfaction from 
beginning their work in the school in a smaller scale 
and very gradually adding responsibilities than 
what they experience during student teaching. 
From the school district's perspective, the pro-
gram has enhanced their personnel recruitment sys-
tem because it creates a "grow your own" system 
for teacher hiring. Since almost all of the candi-
dates complete their internship in the Emporia dis-
trict, district teachers and administrators can get to 
know the candidates well and watch their perform-
ance in the classroom for an extended period of 
time. A number of interns are asked by their mentor 
teachers to return for the student teaching semes-
ter. By getting a year-long look at candidates, 
administrators and teachers on search committees 
can make better informed decisions about hiring 
new teachers to replace those that retire, are trans-
ferred, or leave the district. 
Attempting a wide scale secondary education 
Professional Development School program is com-
plicated because of the many and varied require-
ments of the different departments. The field-based 
secondary education program at Emporia State 
University provides essential characteristics of a pro-
fessional development school while allowing the 
secondary education majors to complete the 
requirements within their majors. 
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Abstract 
Funded by the State Farm Insurance Foundation, the 
Illinois Campus Compact-State Farm Faculty Fellows 
program was designed to promote faculty develop-
ment by integrating the traditional faculty roles of 
teaching, scholarship, and service with the roles of 
their K-12 collaborators. State Farm Faculty Fellows 
were engaged with K-12 collaborators in meaningful 
ways that enhanced, integrated, and extended the 
faculty fellows ' professional work. 
To varying degrees, educators in higher educa-
tion embrace the three traditional faculty roles of 
scholarship, teaching and seNice. Increasingly, facul-
ty members from all Carnegie classification institutions 
are prioritizing scholarship in their rewards systems. 
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Christian School (a school for children with disabilities) in Palos 
Heights for 14 years and completed her doctorate in Curriculum and 
Instruc tion at the University of Illinois-Chicago in 2004. 
Victoria Groves Scott is an 
Associate Professor at Southern 
Illinois University Edwardsvi lle in the 
Department of Special Education 
and Communication Disorders. She 
teaches courses in special educa-
tion methods and assistive tec hnol-
ogy. She has co-written two case 
study, textbooks and a text on 
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She incorporates service learning 
into her courses in special educa-
tion. 
When former Carnegie Foundation President Ernest 
Boyer (1994) created an alternative concept called 
the "New American College," he visualized an institu-
tion which would prioritize outreach and "enrich the 
campus, renew communities, and give new dignity 
and status to the scholarship of seNice." 
Boyer was convinced the "academy must 
become a more vigorous partner in the search for 
answers to our most pressing social, civic, economic, 
and moral problems, and must affirm its historic com-
mitment to what I call the scholarship of engage-
ment" (Boyer, 1996). His concept of the scholarship of 
engagement reinforced his earlier premise about cre-
atively broadening the scope of scholarship. His new 
paradigm suggested that the scholarship work of fac-
ulty must emphasize not only the discovery of knowl-
edge, but also the integration, application (outreach 
or engagement) and sharing of knowledge or the 
"scholarship of teaching" (Boyer, 1990). 
Boyer (l 990) coined the phrase "scholarship of 
teaching" to refer to teaching as scholarly work. 
Following the paradigm shift from teaching to learn-
ing (Barr & Tagg, 1995), the "scholarship of teaching" 
became known as the Scholarship of Teaching and 
Learning (SoTL) (Hutchings & Shulman, 1999). 
Although Boyer's (1990) expanded conception of 
scholarship is not yet widely embraced, advocates 
from the Scholarship of Teaching and Learning move-
ment and the Scholarship of Engagement (outreach) 
movement are promoting ways of framing integrative 
scholarship for tenure and promotion, in ways that will 
be valued by more traditional scholarship peers. It is, 
therefore, important to normalize integrative scholar-
ship by developing models that integrate service, 
scholarship, and teaching. Moreover, the new under-
standings from systematic study on the part of the 
teacher are subject to peer review by colleagues 
(Glassick, Huber & Maerott, 1997). 
Just as universities have outreach missions, so do 
businesses. State Farm Insurance (State Farm 
Website) "supports efforts to assure that all children 
have access to an education that will allow them to 
achieve their greatest potential and prepare them to 
be active participants in a nation and economy that 
continues as a global leader." Consequently, State 
Farm has been very supportive of the service-learning 
movement, especially in K-12 schools. State Farm 
Insurance Foundation and Illinois Campus Compact, 
a coalition of Illinois higher education presidents ded-
icated to supporting collaborative partnerships pro-
moting civic engagement, co-sponsored the State 
Farm Faculty Fellows program. The monetary incen-
tives promoted faculty development by requesting 
integration of the traditional faculty roles of teaching, 
scholarship, and service with the varied roles of K-12 
collaborators. 
State Farm Fellows addressed contemporary 
issues through engaging in their communities' K-12 
schools in meaningful ways that enhanced, integrat-
ed, and extended the faculty fellows' professional 
work. The projects exhibited multiple models and 
delivery systems that offered educators from diverse 
disciplines different ways to think about implementing 
integrative and collaborative work. These collabora-
tions enhanced the motivation, support, learning, 
and sustainability of this work. In addition to the cam-
pus-community organization and campus-school col-
laborations, other creative kinds of collaborations 
emerged: faculty-faculty collaborations, discipline-
discipline collaborations, and college-university col-
laborations. 
In this following section, faculty fellows summa-
rized these integrative and col laborative projects; 
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Exceptional Children Service Learning Project, 
Literacy Tutoring Project, Early Literacy Project, Early 
Literacy Bags in Special Education, and Action 
Scholarship in English and Psychology. 
Exceptional Children Service Learning Project 
Creative Collaborations 
Introduction to Exceptional Children is a course 
taken by every education major at a small faith-
based liberal arts college. lmbedded in this course is 
a 30-hour experience in high school classrooms work-
ing with students who have identified disabilities. Pre-
service teachers were given the option to participate 
in the traditional teacher-aiding experience or the 
new service-learning experience. Thirty-two pre-serv-
ice teachers were involved in the traditional teacher-
aiding experience and sixteen in the service-learning 
experience. Both groups of pre-service teachers 
spent thirty hours over the course of the fifteen-week 
semester in classrooms working with students who 
had disabilities. 
Pre-service teachers began the preparation por-
tion of the service-learning experience by working 
with high school teachers and students to determine 
potential community needs that could be met with 
the students' practical skills. The pre-service teachers 
worked with the students to set up their service-learn-
ing, to enhance their practical skills needed for serv-
ice-learning, to implement service-learning, and to 
plan the final celebratory events. 
Multiple Models 
The project methodology centered on several 
scholarship models. Narrative inquiry was used as a 
way of understanding experience through collabo-
ration between the faculty fellow and participants, 
where the faculty fellow enters the experience of the 
participants. Portraiture was used to tell the stories of 
the high school students and pre-service teachers 
through their own voices (Clandinin & Connelly, 
2000). The portraitist acts as both a scientist and an 
artist, seeking to document and illuminate the com-
plexity and detail of each unique experience, hop-
ing that the audience will see themselves reflected in 
it, and trusting that readers will identify with the expe-
rience (Lawrence-Lightfoot & Davis, 1997). 
The high school students, as they were able, 
wrote in reflection journals, spoke into tape 
recorders, or drew about their service-learning expe-
riences. The faculty fellow also collected data from 
both groups of pre-service teachers through com-
parison of their reflection journals as well as pre- and 
post-surveys. The faculty fellow was interested in 
data about the connection of the teacher-aiding or 
service-learning experience to their coursework and 
about caring and altruistic behaviors arising from 
their experiences. She verified data through member 
checking with the high school teachers and pre-serv-
ice teachers. 
Forty-eight pre-service teachers filled out pre-
and post-surveys designed to measure general atti-
tudes and perceptions of college students. This atti-
t~de and perception surveys were developed by D. 
Diaz, A. Furco, and H. Yamada from the University of 
California at Berkley and was administered the first 
week of c lasses and again the last week of classes. 
Integrative Scholarship 
The results of this survey will be used to understand 
and enhance the service-learning component of this 
<?lass in the future. The results of the survey were tal-
lied, mean scores were derived, and scores from the 
two groups were compared. 
There were a number of interesting comparisons 
between both the pre and post surveys of each of 
the non-service-learning and the service-learning 
groups as well as between the two groups. Only 
scores that differed by at least .2, were considered to 
be worth noting. 
On the statements, "I find the content in school 
courses intellectually stimulating," "I am concerned 
about local community issues," and "giving some of 
my income to help those in need is something I should 
do," the non-service-learning group went from agree 
to disagree while the service-learning group 
changed from disagree to agree. 
A marked difference between the two groups of 
pre-service teachers emerged from the rich data 
from the reflection journals. After service learning par-
ticipants became so personally invested in their stu-
dents, several actually changed their majors from 
education to special education. These pre-service 
teachers not only gained an understanding of stu-
dents with disabilities, but also of service-learning 
pedagogy. 
The high school students with special needs 
learned relationship skills with strangers and ways in 
which they can help people around them. It also 
gave them "something they could be proud of." The 
students saw the real life application in the lessons 
and enjoyed doing them. 
As teachers, students, and pre-service teachers 
learned from each other and served together, they 
each had the opportunity to make a difference in the 
lives of others. 
Literacy Tutoring Project 
This integrated teaching/scholarship/service proj-
ect involved Literacy II tutors from a large public uni-
versity addressing literacy needs of elementary stu-
dents. All elementary education and special educa-
tion majors take Literacy II. According to the 2004 
Campus Compact Service Statistics, collaboration 
between institutions of higher education and K-12 
schools is one of the most popular forms of service 
learning partnerships. A total of 90 percent of the 
Campus Compact member institutions (Campus 
Compact Website) have existing partnerships with K-
12 schools. 
Creative Collaborations 
Terry Pickeral (2003) notes that the basic tenets of 
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service learning - mutuality, reciprocity, authenticity, 
and democratic collaboration - make service learn-
ing a natural connector of the higher education and 
K-12 educational systems. Instead of resorting to the 
familiar unbalanced relationship models of higher 
education "using" schools as practice fields or provid-
ing services to schools, this partnership sought to meet 
collective needs by working with both schools. The 
plan was to accomplish more together than either 
partner could do alone by combining complementa-
ry knowledge and skills. 
The Literacy II instructor met with the Director of 
Instructional Support Programs/Title l from the school 
district and brainstormed about what kind of scholar-
ship could be done together that would be advanta-
geous to both the school district and to the university. 
Since spring 2003, . pre-service teachers in Literacy II 
have provided one-on-one tutoring for area elemen-
tary and after-school programs for half-hour sessions 
twi~e a week over a period of nine weeks. During the 
spring 2004 semester, there were 19 sections of 20 stu-
dents for a potential impact on 380 area elementary 
students receiving literacy tutoring. Both partners 
were interested in what kinds of impact this tutoring 
was having on the elementary tutees. 
At the collaborating school, second through 
fourth grade teachers identified potential needs and 
referred tutees. The fourth grade teachers noted a 
need for their students to work more with information-
al text. All teachers who referred students agreed to 
be available for questions from tutors, and to confer-
ence with tutors about their tutees ' progress at the 
end of the semester. Tutors administered a basic 
reading inventory to measure reading progress and a 
survey to measure attitude towards reading. 
Multiple models 
In this model, the faculty fellow and tutors met at 
the elementary school two days per week for nine 
weeks for one-on-one tutoring predominantly with 
fourth graders. An unanticipated role of the faculty 
fellow, which became part of this model, was that of 
a liaison for other partnerships between the K-5 
school and the university. Because the faculty fellow 
was aware that the fourth grade teachers expressed 
a need to learn how to teach informational text, 
when she heard a university colleague express an 
interest in doing something with classroom teachers 
and informational text, she connected the interested 
school and university parties. The teaching and schol-
arship interests of the university instructors and the 
classroom teachers complemented each other. Both 
university instructors worked together coordinating 
professional development opportunities for public 
school teachers, pre-service teachers, and university 
instructors to learn from each other. 
The next fall, the university colleague's qualitative 
methods graduate students did qualitative scholar-
ship in the classrooms of the fourth grade teachers, 
who have agreed to try a new informational text proj-
ects in their classrooms. The following spring, the fac-
ulty fellow's Literacy II students were to tutor fourth 
grade students of the informational text project 
teachers, with more intentionality to informational 
text . 
Integrative Scholarship 
Based on the tutors' portfolio of reflections, assess-
ments and documented work from the tutee, both 
tutors and tutees learned a great deal from this expe-
rience . However, because of the evolving nature of 
the new partnership, the scholarship did not go as 
planned . Originally, tutors were to work with second 
and third graders on skills which appeared on a read-
ing progress tests at the beginning and end of the 
year, yet twelve of the twenty referred students were 
fourth graders who do not take reading progress post-
tests. Only fourteen of the twenty students brought 
back signed permission from their parents to use their 
scores; only five of these were first and second 
graders who would be taking reading progress post-
tests. 
There were several possible confounding factors. 
This tutoring was to be the only intentional interven-
tion, yet some of the students were also tutored by 
students from another university and some worked 
with teachers in a program after school targeted at 
raising reading test scores. Attitude towards reading 
was a mediating factor which may have influenced 
the academic outcome of reading progress. Attitude 
was assessed with a "Garfield" survey, where students 
c irc le one of four sketches of Garfield in different 
poses and with different expressions on his face . 
However, it is highly unlikely that there would have 
been a change in attitude on a question like, "How 
do you feel about reading instead of playing?" Yet, if 
one of the twenty questions had been "How do you 
feel about reading with a grown-up reading partner?" 
the response probably would have been positive. 
Although their reading progress over the year was 
a result of many factors, all tutees progressed at least 
a half year and one second grader progressed 2.25 
years. The scholarship gave seriousness to the project 
for both the tutors and the tutees, all of whom put 
forth a good faith effort and were able to see 
progress. For the next scholarly endeavor, formal 
assessments could be designed to align better with 
the goals and actual activities. 
Early Literacy Project 
Service learning was integrated into a children's 
literature course for elementary education majors at 
a small nonsectarian university. Pre-seNice teachers 
experienced the challenges and rewards of reading 
early childhood literature to very small children at a 
family literacy program. Pre-service teachers also had 
the opportunity to collaborate with a community 
organization and to interact with parents of 0-3 year 
old children. This Early Literacy Project promotes the 
vision of the university stated in the university mission 
statement "experiential learning that connects theo-
ry, practice, and reflection; engaged learning that 
connects the classroom, campus, and the community." 
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The principles that were followed in designing this 
project support what Strand, et al. (2003) in Principles 
and Practices: Community Based Scholarship and 
Higher Education, call community-based scholarship 
(CBR). They state, "Some practitioners have suggest-
ed that some kinds of seNice-learning are better than 
others at effecting student learning. Specifically, serv-
ice-learning that stresses collective action, advoca-
cy, critical analysis, and collaboration for the purpose 
of social change, the category into which CBR seems 
to fall, may well result in greater curricular, academic, 
and personal benefits for students than other forms of 
service-learning without those features" (Strand, et 
al,2003,. p. 120). 
Creative Collaborations 
BabyTALK (Teaching Activities for Learning and 
Knowledge), is a non-profit, community literacy 
organization with a national reputation. One of the 
family literacy programs run by BabyTALK is STEPS 
(Success Together Experiencing Play and Stimulation). 
This program is specifically for parents who have pre-
school children and are working on a GED. In addi-
tion, the program services parents who have pre-
school children and are learning English as a second 
language. Most of the 0-3 year old children enrolled 
in the program display delays of at least 30% in one or 
more areas of development; participate in early inter-
vention programs, and work with a trans-disciplinary 
team of providers. 
Multiple Models 
All pre-seNice teachers in "Children 's Literature" 
were required to fulfill l O hours of service learning 
either in an elementary school setting or at the STEPS 
center. Ten out of 40 pre-service teachers (25%) chose 
to go to the STEPS center. All 40 pre-service teachers 
attended two workshops put on by the STEPS director 
and the faculty fellow. Class sessions with all 40 pre-
seNice teachers focused on language acquisition . 
Learning the principles of the social c onstructivist the-
ory was also combined with a discussion of how the 
principles would be applied at the STEPS center. Pre-
service teachers' primary focus was to help pre-
school children build new c ommunication skills, rein-
force positive language patterns that were already 
acquired, and assist children practicing gross-motor 
maneuvers. As pre-seNice teachers learned how to 
assist a 3 year old child learning to talk, other trained 
professionals were present to support and encourage 
their work. This model of community-based service 
learning, piloted by this first group of pre-service 
teachers, will also be continued and sustained by the 
School of Education 's newly approved major in early 
childhood education as it begins offering coursework 
in 2004-2005. 
Integrative Scholarship 
There are a number of aspects in service learning 
that are important to assess. 
Dr. Andrew Furco of UC-Berkley, in a presentation to 
Illinois Campus Compact's State Farm Faculty Fellows 
in February, 2004, explained that service learning 
quality is assessed by whether or not the experience 
was intentional, meaningful, integrative and reflec-
tive. The service learning was set up as a clearly 
defined part of the Children's Literature course for the 
spring, 2004 semester. The syllabus was rewritten inte-
grating service learning into the course, relating serv-
ice learning specifically to literacy, collaborating 
meaningfully within the community, and reflecting 
afterwards. 
The reflection tools (Hatcher & Bringle, 1996), 
classroom discussions, directed writings, and reflec-
tive essays, measured two objectives, "to increase 
teacher education student's knowledge of civic 
responsibility" and, "to increase teacher education 
student's knowledge of how to select and present 
early childhood literature." There were positive out-
comes on these objectives based on the nature of 
the narrative statements made in the college stu-
dents' midterm reflective essays and their directed 
responses in their final field reports. Attitudinal state-
ments that reflected a strong sense of civic responsi-
bility and engagement with underserved populations 
were also counted as positive. Out of ten students 
who did their service learning at STEPS, seven demon-
strated positive outcomes on these two objectives. 
Instead of taking a traditional approach to serv-
ice learning scholarship and directly connecting the 
service learning to the academic outcomes, the Early 
Literacy Project takes a new approach to service 
learning scholarship. This new approach to service 
learning scholarship looks at service learning within 
the context of a course, but also combines that with 
looking at other mediating factors. Academic out-
comes are then evaluated. According to Dr. Andrew 
Furco, University of California, Berkley (2004), the most 
consistent and strong findings in recent service learn-
ing scholarship show that a service learning experi-
ence that is a clearly defined part of a course will not 
only result in academic outcomes but also in other 
mediating factors such as increase in self-esteem, 
empowerment, pro-social behavior, motivation and 
engagement. The written narrative statements by 
participants that were used as evaluative results in 
The Early Literacy Project show strong examples of 
empowerment, motivation and engagement. The 
narrative statements also reflect evidence of course 
content being applied and synthesized at a fairly high 
level of understanding. 
Early Literacy Bags in Special Education Project 
The next project also involved a service learning 
experience with early literacy in special education at 
a mid-size public university. The project was designed 
to provide service and materials to families with 
young children who have disabilities. The focus of the 
project was the involvement of pre-service special 
education teachers in the creation of Literacy Bags to 
transport children's books. The project also provided 
for a parent-training workshop developed and con-
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ducted by the pre-service teachers. 
It is especially important in the field of teacher 
training, that pre-service teachers engage in aca-
demic work integrated with service to the communi-
ty because graduates will go on to assume profes-
sional roles that require a strong dedication and 
active participation in the community in which they 
work (Eyler & Giles, 1997; Swick, 1999). This project pro-
moted both intellectual and civic engagement by 
linking the work pre-service teachers do in their col-
lege courses to real-world problems and real world 
needs in education. The project was able to l) fulfill 
an unmet community need, 2) better prepare pre-
service special education teachers for their careers, 
and 3) encourage critical thinking and reflection on 
civic responsibility. 
Creative Collaborations 
This project was designed to provide service and 
materials to families with young children who have 
disabilities. The focus of the project was the involve-
ment of pre-service special education teachers in the 
creation of Literacy Bags to transport children's 
books. The pre-service teachers created of 23 
Literacy Bags for an early childhood special educa-
tion program. It allowed pre-service special educa-
tion teachers to work collaboratively with university 
faculty, early childhood teachers, and families of 
young children with special needs. Pre-service teach-
ers observed in the early childhood special educa-
tion program in which the Literacy Bags were donat-
ed. They had an opportunity to work with the chil-
dren, ask questions about planned development of 
the literacy bag, and evaluate the appropriateness 
of their Literacy Bag design. 
Multiple Models 
Each college student chose a children's literature 
book and created a Literacy Bag to be used by par-
ents in their homes to facilitate early reading and writ-
ing behaviors. The bags included: a bag, a children 's 
book, and directions for activities to accompany the 
book. The bags were designed to meet the unique 
needs of children with disabilities by the incorporation 
of assistive technology, a focus on emergent lan-
guage skills, and activities related to concepts of 
print. 
The pre-service teachers also conducted a work-
shop for families to teach caregivers how to incorpo-
rate activities, which would enhance their child 's 
emergent literacy skills, into their daily routine. The 
pre-service teachers planned, organized, and facili-
tated the workshop which focused on reading to chil-
dren, doing developmentally appropriate activities 
to go along with the books, and creating a literacy 
rich environment in the home. 
Because this project was grant supported, the 
grant was written exclusively by the faculty fellow. The 
project was chosen, designed, and a time line was 
created before the college course started. This essen-
tially removed student voice from the project. In order 
to remedy that situation, the pre-service teachers 
created their own teams related to the tasks that 
needed to be completed for the project. The pre-
seNice teachers formed five teams. The teams were 
in charge of 1) contacting the early childhood teach-
ers and setting up an observation for all of the pre-
seNice teachers, 2) collecting receipts for the materi-
als spent on Literacy Bags and monitoring finances for 
the project, 3) organizing publicity for the project, 4) 
designing the Family Workshop, 5) creating an evalu-
ation form for the Literacy Bags using the course stan-
dards. 
Integrative Scholarship 
To evaluate the effectiveness of the project, 
SeNice Learning Reflection Journals were analyzed 
using qualitative measures. The pre-service teachers 
were able to reflect on their experiences and expand 
critical-thinking skills through the use of a SeNice 
Learning Reflection Journal and through class discus-
sion. From the journals, themes were identified. There 
were three themes that emerged related to general-
izing skills learned in this project to future teaching. 
The first theme related to the development of literacy 
bags. The pre-seNice teachers thought Literacy Bags 
were an effective way to stimulate emergent literacy 
skills in young children. The second theme related to 
collaboration with parents. Many of the college stu-
dents felt especially successful in helping parents 
develop their skills in working with their young children 
who have disabilities. They also felt positive about the 
ability to work with parents in the workshop. The par-
ents who attended were eager to gain information 
and enjoyed the positive atmosphere of the work-
shop. The final theme related to service learning . 
Many of the college students who plan to teach stu-
dents at the secondary level were particularly inter-
ested in service learning as a way to embed learning 
standards into community service. The pre-seNice 
teachers acknowledged the usefulness of service 
learning to increase student motivation and to devel-
op a sense of efficacy. 
Action Scholarship in English and Psychology Project 
The final project is distinctively different from the 
other projects. At this small liberal arts college, two 
professors collaborated on an innovative, integrated 
teaching experience that includes a service learning 
project on high school risky driving behaviors. 
Creative Collaborations 
In this project, the faculty members were able to 
merge collaborative teaching that included a service 
learning project that in turn informs their own scholar-
ly scholarship interests in the areas of sports psycholo-
gy and gender studies, respectively. The project grew 
out of a discussion about pedagogical challenges to 
motivating students in courses that build scholarship 
and writing skills in meaningful ways. Students often 
divorce what they do in the classroom from real world 
applicability. Specifically, in some courses, students 
write surveys or papers without thinking about audi-
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ence and purpose. These assignments were often 
viewed as a task done simply for a grade. Although 
the building of these skills is necessary and important, 
of course, by combining a real-world community serv-
ice project it engaged the students in the scholarship 
and writing process. The original project involved 
three English composition c lasses and one psycholo-
gy tests and measurements class and one high 
school. However, after some publicity about the proj-
ect, three other high schools asked to be included 
and became involved in the survey. In addition, a 
sport psychology and social psychology class also 
used the survey results for classroom projects. In sum, 
two professors, six college c lasses, and over 150 high 
school students from four different high schools were 
involved in the project. 
Multiple Models 
The English classes wrote their initial scholarship 
papers on risky youth driving behaviors (e.g., speed-
ing, distractions, drinking, etc.); the psychology stu-
dents then looked at this scholarship as they wrote, 
analyzed the surveys distributed in the high schools, 
and finally, the psychology class provided results to 
the English students to incorporate into their final 
papers. In addition, the students in both classes pre-
pared final reports for a website and for future class-
es, Two additional classes (sport psychology and 
social psychology) then utilized the results of the pre-
vious semester's work to develop fact sheets and per-
suasive video messages. The resulting fact sheets and 
video were distributed to local high schools to be 
used in driving educational programs. 
Integrative Scholarship 
The results from this project are threefold. First, the 
results from the survey are useful for the high schools 
as they develop educational programs to inform stu-
dents about speeding, distractions, and speeding. 
Second, these results will be useful for the faculty 
members in their future scholarly work. And third, ped-
agogical assessment results provided data on stu-
dent learning. this project was assessed. Specifically, 
using the principles of effective teaching postulated 
by Chickering and Gamson (1991 ), a survey was 
designed to assess students' perceptions of the proj-
ect. With appropriate assessment (Angelo & Cross, 
1993; Brookfield, 1995), the results of this project reflect 
a meaningful learning experience for college stu-
dents, a useful service to high schools, and rich schol-
arship data from the actual surveys and pedagogical 
assessments for the faculty members. 
In conclusion, rather than viewing teaching, serv-
ice, and scholarship as three distinctive, perhaps 
even hierarchically opposing entities, this new para-
digm establishes a holistic, collaborative, and mean-
ingful learning unit. The five State Farm Faculty Fellows 
from the Illinois Campus Compact member institu-
tions developed unique projects that exhibit collabo-
ration, models, and scholarship findings. On each 
campus, in addition to significant learning experi-
ences for the students involved and service to the 
community partner, there was also an increase of 
service learning visibility on each campus. As part of 
the grant, each faculty fellow was responsible for a 
service learning workshop on campus. Moreover, the 
faculty fellows presented at a service learning con-
ference at Rockford College. 
Developing the appropriate models, finding sus-
tainable collaborations, and assessing the results are 
challenging. Thanks to funding sources such as the 
State Farm Insurance Foundations and Illinois Campus 
Compact, resources are available to help with this 
pursuit. The positive impact of the recognition of the 
pedagogical value of service learning, the institution-
al understanding of service the learning, the collabo-
rations, models, and scholarship results make the 
effort worthwhile. Service learning has great poten-
tial to address contemporary issues as highlighted in 
the Greater Expectations report from the Association 
of American Colleges and Universities: "Quality liberal 
education ( ... ) has the strongest impact when studies 
reach beyond the classroom to the larger communi-
ty, asking students to apply their developing analyti-
cal ski lls and ethical judgment to concrete problems 
in the world around them, and to connect theory with 
the insights gained from practice" (www.greaterex-
pecations.org). As the report concludes, "collabora-
tion and concerted action" are the keys to improving 
education . Five Faculty Fellow projects in Illinois are 
doing just that. 
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Abstract 
The purpose of this study was to examine the aca-
demic and non-academic factors that predict col-
lege retention. Archival data was collected from 299 
former students at a small, private women's college. 
Academic factors (such as high school grade point 
average and standardized test scores) and non-aca-
demic factors (such as socioeconomic status and 
number of low-risk college courses completed) were 
measured in an effort to predict retention. Results 
showed that high school grade point average was a 
significant predictor of college retention . In addition, 
the number of low-risk courses a student completed in 
college predicted retention . These findings suggest 
that offering students extra services in high-risk cours-
es may increase student retention . 
One of the most important issues facing colleges 
and universities is the high attrition rate among stu-
dents (Kahn & Nauta, 2001). In recent years, studies 
have shown that one fourth of freshmen do not con-
tinue past their first year (Kahn & Nauta, 2001; Kirst, 
2004); while 40% fail to graduate altogether 
(DeBerard, Spielmans & Julka, 2004; Kirst, 2004). 
Attrition harms the student as well as the academic 
institution. Students miss out on the benefit of a col-
lege education and colleges experience financial 
burdens directly related to costs of recruitment efforts, 
lost tuition, room and board, and donations from 
alumni (DeBerard et. al, 2004; Lau, 2003). For these 
reasons, many colleges have invested in retention 
programs (Dale & Zych, 1996). However, the attrition 
rate in colleges has not changed appreciably in 
many years (Barefoot, 2004). While academic factors 
(e.g., standardized test scores) may be reliable pre-
dictors of student retention in college, non-academic 
factors (e .g ., parental socioeconomic status) also 
play a role (Kahn & Nauta, 2001 ) . Knowledge of 
these non-academic factors may help college 
employees to directly target those students who 
require extra assistance or attention, thereby increas-
ing retention (Larose, Robertson, Roy, & Legault, 
1998). The purpose of the present study is to identify 
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academic and non-academic factors that predict 
college student retention. 
Ac ademic and non-academic fac tors have 
been associated with college success. Studies have 
determined that high school grade point average 
(G.P.A) and standardized test sco res (e.g ., ACT 
scores) are reliable predic to rs of college success 
(Boatwright & Egidio, 2003; DeBerard et. al, 2004; Fass 
& Tubman, 2002; Johnson & Beck, 1988; Kahn & 
Nauta, 2001; Larose, et al., 1998; Szafran, 2001). 
However, these scores account for only 25% of the 
variance in college retention (Wolfe & Johnson, 
1995), with 75% of the variance presumably related to 
non-academic factors (Tross, Harper, Osher, & 
Kneidinger, 2000). In light of this research, college 
personnel often consider ac ademic factors when 
making acceptance decisions. When colleges raise 
their academic standards for incoming students, attri-
tion rates should decline somewhat. However, 
because academic factors account for so little vari-
ance, colleges that rely solely on academic factors 
will likely find it difficult to substantially influence reten-
tion. 
Non-academic factors such as socioeconomic 
status and types of courses students enroll in could 
also influence college retention. Students who con-
tinue to be financially dependent on their parents are 
three times less likely to drop out in their first year 
(Boyer, 2005). Furr and Elling (2002) found that stu-
dents who worked longer hours because they had 
few financial resources were more likely to drop out of 
college. The types of classes students take when they 
enroll in college may also influence their retention . 
Szafran (2001) showed that students who enroll in 
high-risk courses (classes with a high percentage of 
D's and F's) were less likely to be retained after the 
first year than students who enrolled in low-risk cours-
es. By contrast, students who took more low-risk 
courses were more likely to remain at the college 
after their first year, despite the fact that they tended 
to enroll in more credit hours per semester (Kimweli & 
Richards, 1999; Szafran, 2001 ). Thus, research supports 
the c onsideration of non-academic factors in addi-
tion to academic factors when attempting to identi-
-fy which students are likely to be retained in college. 
The present study examines academic and non-
academic predictors of college student retention. 
The first hypothesis is that high school experience 
(G.P.A. and courses taken) and standardized test 
scores will correlate with retention . The second 
hypothesis is that students who show high socioeco-
nomic status (measured by parental occupation and 
need for financial aid) will show higher retention . The 
third hypothesis is that the number of low-risk courses 
that students enroll in during college will be positively 
associated with retention . 
Methods 
Participants 
The authors collected archival data from 299 for-
mer students at a Midwestern, private women 's col-
lege. The college was founded in 1833, enrolls 
approximately 500 students/year, and is located in a 
rural area. The data included all students who matric-
ulated between 1994 and 1999. The authors gath-
ered data from the Office of the Registrar at the col-
lege. Ninety-seven percent of students identified 
themselves as female and 3% identified as male 
(Mean age = 18.67, SD = 1 .06) on their applications. 
Eighty-three percent of students identified themselves 
as Caucasian, 7% as African-American, 3% as 
Hispanic, 2% as Native American/ Alaskan Native, 1 % 
as Asian, and 1 % as other (3% did not identify an eth-
nic group). Seventy-eight percent of students indi-
cated that they would require financial aid. 
Procedure 
The authors recorded data from student applica-
tion files, final high school transcripts, and final college 
transcripts. Demographic measures included gender, 
ethnicity, and age. From high school transcripts, the 
authors recorded the number of math and English 
courses completed and G.P.A. American College 
Test (ACT) scores served as a standardized test indi-
cator. The study defined retention in college as num-
ber of college credit hours completed. 
Socioeconomic status was defined as parental occu-
pation and whether or not the student indicated a 
need for financial aid on the college application. 
Observers scored parents' occupations on a seven-
point scale modeled after the Hollingshead Index of 
Social Position (Hollingshead & Redlich, 1958). A 
mean occupation score was calculated when the 
student listed an occupation for each parent. The 
number of low-risk courses completed in college was 
also recorded. Observers defined low-risk courses as 
"skills" courses (e.g . dance, music, theatre, equestri-
an). Internal institutional data has determined that 
over 50% of people taking these courses receive A 
grades. 
Results 
The first hypothesis in this study was that high 
school G .P.A., courses taken in high school, and stan-
dardized test scores will correlate with retention . The 
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authors analyzed this hypothesis using a linear regres-
sion in which the dependent variable was number of 
credit hours completed, and the independent vari-
ables were high school G.P.A., ACT score, and num-
ber of high school English and math courses. The 
regression equation was significant, F (4,273) = 2.92, p 
< .05, R1 = .04. High school G.P.A. was the only vari-
able that significantly predicted college credit hours, 
B = 14.16, t (277) = 2.51, p < .05. Contrary to hypothe-
sis, ACT score, number of high school English courses, 
and number of high school math courses did not sig-
nificantly predict college credit hours completed. 
Hypothesis two predicted that students who have 
a high socioeconomic status, measured by parental 
occupation, would show higher retention. To analyze 
this hypothesis, the authors computed a correlation 
on parental occupation score and the total number 
of credit hours completed in college. There was no 
significant relationship between these variables. This 
analysis also included a one-way ANOVA using need 
for financial aid (scored as yes or no) as the inde-
pendent variable and credit hours completed as the 
dependent variable. Need for financial aid was not 
significantly related to number of credit hours com-
pleted. Therefore, the results failed to support the sec-
ond hypothesis. 
The third hypothesis was that the number of low-
risk courses that students enroll in during col lege will 
be positively associated with retention . To analyze 
this hypothesis, the authors performed a bivariate 
correlation on the number of low-risk courses taken 
and the credit hours completed in college. The num-
ber of low-risk courses was significantly associated 
with credit hours completed, r (244) = .50, p < .001 . 
Therefore, the higher the number of low-risk courses 
taken, the higher the number of college credit hours 
completed. 
Discussion 
Results of this study showed that the number of 
low-risk courses a student completed positively pre-
dicted college retention. Similarly, Szafran (2001) 
indicated that college students who enrolled in a 
high number of low-risk courses were retained longer 
than students who enrolled in high-risk courses. 
These findings indicate that retention might be 
affected by offering extra services for students in 
high-risk courses. One successful program that tar-
gets high-risk courses is Supplemental Instruction 
(Ogden, Thompson, Russell, & Simons, 2003). 
Supplemental Instruction offers voluntary peer-led 
study sessions for high-risk courses. By targeting the 
course, rather than the student this program avoids 
the stigma that might be associated with labeling a 
student "at-risk." Advisors may also be able to 
increase student retention if they initially advise stu-
dents to enroll in low-risk courses. Although students 
may eventually have to complete high-risk courses 
to fulfill degree requirements, under some circum-
stances taking such courses could be delayed until 
the risk of student attrition declines in the junior and 
senior years (Seymour & Hewitt, 1997). 
This study predicted that high socioeconomic sta-
tus would result in greater retention. The data did not 
support this hypothesis; parental occupation and 
need for financial aid were not associated with reten-
tion. These findings contrast with other studies show-
ing that retention is positively associated with socioe-
conomic status (Braunstein, Mcgrath & Pescatrice, 
2000; Stoecker, et. al, 1988). Yorke (1999) found that 
students cited financial difficulties as one of the top 
three reasons why they left an academic institution. 
One explanation for the lack of association between 
socioeconomic status and retention may have been 
the measures of socioeconomic status. This study 
measured self-reported parents' occupations as 
opposed to student wages or income. Further 
research measuring actual income may reveal that 
socioeconomic status affects retention . 
This study found that high school G.P.A. positively 
predicted college retention. Previous research 
(Boatwright & Egidio, 2003; DeBerard et. al, 2004; Fass 
& Tubman, 2002; Johnson & Beck, 1988; Kahn & 
Nauta, 2001; Larose, et al., 1998; Szafran, 2001) has 
similarly shown that high school G.P.A. and standard-
ized test scores are reliable predictors of college suc-
cess. Contrary to previous findings (Kahn & Nauta, 
200 l ), results showed that academic factors 
accounted for only a small proportion of the variance 
in retention. It may be the case that academic fac-
tors are weaker predictors of retention in women's 
colleges than in coeducational institutions. In fact, 
Stoecker, Pascarella & Wolfie (l 988) showed that the 
predictors of college retention differ for men and 
women, with high school achievement being a 
weaker predictor of retention for women. Given the 
finding that women are more likely than men to leave 
college in the first year (Boyer, 2005), further research 
on predictors of persistence among female students 
is warranted. Such research should explore the role of 
academic predictors in women's institutions in com-
parison to similar coeducational institutions. 
There are two main limitations to this study. First, 
the authors used archival data and had little control 
over the reliability of the recording system. Second, 
the data may have failed to show that standardized 
test (ACT) scores predicted retention because the 
data on standardized test scores was incomplete 
causing the sample size to be somewhat lower for this 
analysis. Despite these limitations, the findings of this 
study indicate that providing extra assistance for stu-
dents in high-risk courses may be one way to increase 
college student retention. 
References 
Barefoot, B. 0. (2004). Higher education 's revolving door: 
Confronting the problem of student drop out in U.S. col-
leges and universities. Open Learning, 7 ~l ), 9-19. 
Boatwright, K. J. & Egidio, R. K. (2003). Psychological predic-
tors of college women 's leadership aspirations. Journal 
of College Student Development, 44(5), 653-669. 
Boyer, P. G . (2005). College student persistence of first-time 
44 
freshmen at a midwestern university: A longitudinal 
study. Research for Educational Reform, /OJ), 16-28. 
Braunstein, A ., Mcgrath, M., & Pescatrice, D. (1999) . 
Measuring the impact of income and financial aid 
offers on college enrollment decisions. Research in 
Higher Education, 4C(3), 247-259. 
Dale, P. M. & Zych, T. A. (1996). A successful college reten-
tion program. College Student Journal, 3C(3), 354- 361 . 
DeBerard, M. S., Spielmans, G. I., & Julka, D. C . (2004). 
Predictors of academic achievement and retention 
among college freshman: A longitudinal study. College 
Student Journal, 38, 66-81 . 
Fass, M. E., Tubman, J. G . (2002) The influence of parental 
and peer attachment on college students' academic 
achievement. Psychology in the Schools, 3~5), 561 -573. 
Furr S. R. & Elling, T. W. (2002). African-American students in a 
predominantly-white university: Factors associated with 
retention . College Student Journal, 36(2), 188-203. 
Hollingshead, A. B. & Redlich, F. C. (1958). Social class and 
mental illness: A community study. New York: Wiley. 
Johnson, B. G. & Beck, H. P. (1988). Strict and lenient grading 
scales: how do they affect the performance of college 
students with high and low SAT scores? Teaching of 
Psychology, 15(_3), 127-131 . 
Kahn, J. H. & Nauta, M. N. (2001). Social-cognitive predic-
tors of first-year college persistence: The importance of 
proximal assessment. Research in Higher Education, 
42(6), 633-652. 
Kimweli, D. M. & Richards, A. G. (1999). Choice of a major 
and student's appreciation of their major. College 
Student Journal, 33(1 ), 16-27. 
Kirst, M. W. (2004). The high school/college disconnect. 
Association for Supervision and Curriculum 
Development, 62(3), 51-55. 
Larose, S., Robertson, D., Roy, R. , & Legault, F. (1998). 
Nonintellectual learning factors as determinants for 
success in college. Research in Higher Educ ation, 
3~3), 275-297. 
Lau, L. K. (2003). Institutional factors affecting student reten-
tion. Academic Search Premier, 724(1), 126-137. 
Ogden, P., Thompson, D. , Russell, A., & Simons, C. (2003). 
Supplemental Instruction: short- and long-term impact. 
Journal of Developmental Education, 26, 2-7. 
Seymour, E. & Hewitt, N. (1997). Talking about Leaving: Why 
Undergraduates Leave the Sciences. Boulder, CO: 
Westview Press. 
Stoecker, J., Pascarella, E. T., & Wolfie, L. M. (1988). 
Persistence in higher education: A 9-year test of a the-
oretical model. Journal of College Student 
Development, 29, 196-209. 
Szafran, R. F. (2001 ) . The effect of academic load on suc-
cess for new college students: Is lighter better? 
Research in Higher Education, 42(1), 27-50. 
Tross, S. A., Harper, J.P., Osher, L. W., & Kneidinger, L.M . (2000). 
Not just the usual cast of characteristics: Using person-
ality to predict college performance and retention. 
Journal of College Student Development, 4 7(3) 323-
334. 
Wolfe, R. N. & Johnson, S. D. (1995). Personality as a predic -
tor of college performance. Educational & 
Psychological Measurement, 55, 177-185. 
Yorke, M. (1999) Leaving early: Undergraduate non-com-
pletion in higher educ ation. Palmer: London. 
External Assets and the Development 
Of Resiliency Among Urban American 
High School Students 
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Abstract 
This study investigated the relationships between 
measures of external assets and the subsequent 
development of resiliency based on a diverse sample 
of urban students from a Midwestern high school . A 
disproportionately higher percentages of White stu-
dents reported high scores in variables that had sig-
nificant impact on their resiliency , These findings 
prompted an assessment of research on the role 
played by hardships in the development of resiliency, 
although the data does not provide direct measure 
of hardship. Implications for policy are also examined. 
Urban youth today face increasing challenges 
such as high poverty, unsafe neighborhoods, aca-
demic achievement, and learning a second lan-
guage. At the same time, the support systems that 
should help them meet and surmount those chal-
lenges are rapidly disappearing (Miller, Leslie-
Toogood, & Kafe, 2005). Research has identified 
resiliency as one of the factors contributing to youth 
development and perseverance through the chal-
lenges (Henderson & Milstein, 2003; Thomsen, 2002). 
Henderson and Milstein (2003) define resiliency as, 
"the capacity to spring back, rebound, successfully 
adapt in the face of adversity, and develop social, 
academic, and vocational competence despite 
exposure to severe stress or simply to the stress that is 
inherent in today's world" (p. 7). WestEd (2000) 
defined resiliency as the positive developmental out-
comes of external assets. WestEd identified six vari-
ables that constitute resiliency. They include cooper-
ation and communication, empathy, problem-solv-
ing, self-efficacy, self-awareness, and goals and aspi-
rations. 
Resiliency as an approach to student develop-
ment and schooling involves individual strengths, 
competencies, and positive social attitudes (Osher & 
Fleischman, 2005; Thomsen, 2002; Benard, 1996). The 
development of resiliency has been associated with 
the social supports and opportunities experienced by 
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students in their home, peer, school, and community 
environments (external assets) (Osher & Fleiscman, 
2005; WestEd, 2000). The assets are cultivated by the 
presence of caring relations, high expectations, and 
opportunities to participate in meaningful activities 
that engage students' innate abilities (WestEd, 2000; 
Benard, 1996). Hanson and Austin (2002) indicated 
that caring relations, high expectation and opportu-
nities to engage in meaningful activities were consis-
tently related to low levels of involvement in risk 
behaviors, high levels of academic achievement, 
and positive youth development. Wang, Haertel, & 
Walberg, (l 997) identified high expectations and role 
modeling as key protective factors that mitigate 
against the likelihood of academic failure particularly 
for those students in difficult life circumstances. Osher 
and Fleischman (2005) observed that caring connec-
tions, positive behavioral supports, and social and 
emotional learning were essential in a school culture. 
And Finn, Willert, and Marable (2003) observed that 
teens with low attachments to school are more likely 
to be vulnerable as they are less likely to realize aca-
demic success and more likely to be delinquent in 
behavior. Based on these findings, it may be assumed 
that students who experience environments rich in 
positive external assets are also likely to exhibit adap-
tive characteristics and competencies that enable 
them to self regulate in their practices and decisions 
(Solomon, Battistich, Watson, Schape, & Lesis, 2000; 
Wang, Haertel, & Walberg, 1998). 
Trueba (2002) disagrees with the hypothesis that 
only positive external assets may lead to the devel-
opment of resiliency. He argued that hardships may 
also generate resiliency associated with the ability 
to adapt and function effectively in school and soci-
ety. Hardships were described as the difficulties of 
having to master different languages, crossing racial 
and ethnic boundaries, and overcoming poverty. 
Because of these hardships, the students develop a 
psychological flexibility necessary to self regulate, to 
pass for, or assume different identities for purposes of 
survival. This flexibility according to Trueba (2002) is 
also resiliency. But it is "resiliency associated with the 
ability to endure hardships and overcome obstacles 
(that) will clearly be recognized as a new cultural 
capital that will be crucial for success in a modern 
diversified society" (p. 7) . 
This study focused on the effects of positive exter-
nal assets on the development of resiliency among 
urban high school students. The research question 
that provided focus for this inquiry was: How do stu-
dents of different backgrounds in an urban high 
school differ on the dimensions and impact of exter-
nal assets on the development of resiliency? 
Method 
A survey research design was utilized to investi-
gate the research question. High school students from 
an urban school district in the Midwest were identified 
for this study. The school was purposely chosen 
because it was in a unit district with grades from pre-
kindergarten through twelfth grade. Students in this 
school were therefore exposed to the same 
resources. Students were asked to respond anony-
mously to a resilience questionnaire. Of the 559 stu-
dents eligible to participate, 522 (93%) eligible 
responses were received . Four hundred and fifty two 
questionnaires provided usable data. The sample 
included 228 female and 224 males. Three hundred 
and sixty (75%) of the students were White, 51 (11 %) 
were Hispanic/Latino, and 41 (9%) were African 
American. The ethnic make up of the school was 78% 
white, and l O % Hispanic, 7 % African American, 4 % 
Asian American. 
Measures. The 56-item resiliency questionnaire, 
the Healthy Kids Resilience Module (WestEd, 2000) 
was used to measure 17 assets subdivided into the 
subscale concepts of external assets (home, peer, 
school and community) and resiliency (cooperation 
and communication, self-efficacy, empathy, prob-
lem solving, self-awareness, goals and aspirations). 
The Healthy Kids Resilience Module (HKRM) was used 
because it assesses strengths, competencies, and 
positive social and healthy attitudes and behaviors 
exhibited by youth. Constantine, Benard and Diaz 
(1999) reported a reliability alpha of the HKRM at .80 
for external assets and .84 for resiliency. 
Students were asked to indicate for each item on 
the module how much a statement applied to them. 
Response choices were: 4-very much true, 3-pretty 
much true, 2-a little true, 1-not at all true. The follow-
ing score categories were derived: High- students with 
average score 9, Moderate- students with average 
score between least 6 and 8.9, and Low- students with 
average score below 6 (WestEd, 2000). Table l shows 
the external assets and their measures while Table 2 
shows resiliency and their measures (Constantine, 
Benard & Diaz, 1999). 
Findings 
Descriptive statistics (means and percentages) 
and independent t-test were computed to compare 
data between White students and, African American 
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and Hispanic students. Linear regression analyses 
were used to examine the effects of external assets 
on resiliency for each group of students. An Alpha 
level of .05 was used to determine significance. 
Although these findings enhanced the understanding 
of the interface of ethnicity, external assets and 
resiliency, they may not be generalized as the results 
were from a convenient sample. 
Survey Findings on External Assets and Resilience 
The mean scores on external assets and resiliency 
are presented in Table 3. The study found significant 
mean score differences between White students and, 
African American and Hispanic students (t =2.150; p< 
.05) in favor of white students in the measure of exter-
nal assets among the students in the study. External 
assets mean scores of African American and Hispanic 
students were also lower than the sample mean. The 
Analysis of Variance CANOVA) and Post Hoc analyses 
indicated that White students had significantly higher 
mean scores in peer relations than Hispanic respon-
dents (t =-2.650; P< .01) . While only White students 
scored a high mean (9.3) on external assets, all 
groups (White, African American and Hispanic stu-
dents) in the study scored high mean on resiliency. 
Inter correlation analyses indicated significant 
positive correlations between external assets and 
resiliency for the sample and for all the groups in the 
study (Table 5). However, the study revealed differ-
ences in the percentages of students scoring high on 
external assets by ethnicity (Table 4). Lager percent-
ages of White students scored high on external assets 
and the subsets compared to African American, 
Hispanic, and the sample. Conversely, a larger per-
centage of African American (79%) and Hispanic 
American students (7 4%) scored high on resiliency 
compared to White students (72%) and the sample 
(70) . 
Linear regression analysis was used to identify 
which subsets of external assets best predicted 
resiliency for each group (White, African American, 
Hispanic) of students. Table 6 presents the results of 
the regression analyses for each of the groups. For 
each regression, all four components of external 
assets were included in the equation (home, peer, 
school, community). All four subsets of external assets 
were significant predictors of resiliency for the sample. 
Home, peer and community were significant predic-
tors of resiliency amongst White students and 
explained 55% of the variance (Table 6). Home was 
the only significant predictor of resiliency among 
African American students while none of the subsets 
of external assets was a significant predictor of 
resiliency among Hispanic students. The regression 
analyses explained 45% and 46% of the variance 
among African American and Hispanic students 
respectively. 
The study found that a disproportionately higher 
percentage of White students compared to African 
American and Hispanic students scored high on vari-
ables that were significant predictors of their resilien-
cy. While over 70% of White students scored high on 
each of the significant predictor variables, 60% of 
African American students scored high on the only 
variable that was a significant predictor of their 
resiliency. Peer relations were the best predictor of 
resiliency among White students and the least effec-
tive predictor of resiliency among African American 
and Hispanic students. The study indicated that 
although peer group had the lowest correlation 
(Table 5) and was the least predictor (negative) of 
resiliency among African American students (Table 6), 
it had the largest percentage of students reporting a 
high score (65%). For both African American and 
Hispanic American students, lower percentages of 
students scored high on variables that were more 
effective predictors of resiliency and vise versa. 
Discussion and Conclusion 
Overall the study found a positive correlation 
between external assets and resiliency among the 
sample and each of the groups. When the data was 
disaggregated by the ethnic/racial groups, the study 
found significant differences. This finding is relevant to 
educational achievement because, according to 
Griffith (2002), the achievement gap between white 
and minority students may be associated with 14 fac-
tors that included school /classroom environment, 
peer relations, educational opportunities at home 
and in the community. The findings predicted that 
attempts by educators to close the achievement 
gap will fail if these educational and societal factors 
are not considered in the process of educating chil-
dren. 
Based on Trueba 's (2002) argument, we believed 
that race/ethnicity influenced the nature of the rela-
tionship between external assets and resiliency. 
Students from minority backgrounds African 
American and Hispanic are more likely to experience 
hardships (mastery of different languages, crossing 
racial and ethnic boundaries, and overcoming 
poverty). We found differences in the levels of exter-
nal assets by mean scores and percentages of stu-
dents reporting high on external assets across 
racial/ethnic groups in favor of white students. We 
also found differences in the levels of resiliency across 
racial/ethnic groups in favor of Black/Hispanic stu-
dents. 
In particular we found that external assets did not 
predict resiliency among Hispanics while home was 
the only significant positive predictor of resiliency 
among African American students. Unlike White stu-
dents, lower percentages of African American and 
Hispanic students scored high on variables that were 
highly correlated to, or predicted their resiliency. Also, 
external assets based on caring relations, high expec-
tations and opportunities to engage in meaningful 
activities explained less variance among minority stu-
dents (45%) than it did among White students (55%). 
These findings led to the conclusion that positive 
external assets only do not explain the development 
of resiliency. Going by Trueba's argument, hardships 
may also explain resiliency. It is therefore logical to 
claim that positive external assets and hardships, 
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independently or in combination may contribute to 
the development of resiliency. This may be the reason 
that Black and Hispanic students reported higher 
mean scores with larger percentage of students scor-
ing high in resiliency and lower mean scores in exter-
nal assets based on the WestEd survey and definition 
of external assets. 
Trueba (2002) explained that hardships like 
nuances of racism, language proficiency, and pover-
ty, more commonly found among African American 
and Hispanic students, lead to different experiences. 
These have not diminished the development of 
resiliency among African American and Hispanic stu-
dents. Trueba (2002) argued that there is "an intimate 
relation between people's capacity to endure hard-
ships, challenges, and difficult situations in life, and 
their ability to redefine themselves in order to function 
effectively in new social, cultural, linguistic, and eco-
nomic contexts" (p. 8). These social contexts, as 
reported by Kozol (l 991 ), are predictors of success or 
failure for a large number of students. Those who are 
able to redefine themselves and overcome hardships 
can be said to have developed resi liency and are 
more likely to self regulate and are likely to less at risk 
of school failure or engage in risky behaviors. 
However, as Trueba (2002) cautions us, that this 
resiliency may be used for survival not academic 
achievement. He found that nuances of racism are 
some of the most draining factors in academia and 
academic achievement and resiliency developed 
out of hardship may be viewed as less functional for 
academic achievement and more functional for 
immediate economic survival. Although resiliency 
based on hardships may be advantageous for sur-
vival, schools need to recognize this it as new cultural 
capital that may be transformed into opportunities. 
Research has shown that White students reported 
larger social networks and more interactions with per-
ceived sources of support than Hispanic/Latino stu-
dents (Kenny & Stryker, 1994). White students also 
developed the most rational plans in school and 
career because knowledge concerning maximally 
efficient means for achievement was more prevalent 
in their environment (Hoelter, 1982). On the other 
hand, Getz (l 977) found that environmental condi-
tions contributed more to lower achievement scores 
of Hispanic students. Their teachers were often per-
ceived as uncaring, biased and insensitive to stu-
dents' cultures at home. They were also seen as lack-
ing the necessary sociocultural capital to succeed at 
the level of mainstream population. The institutional-
ization of such attitudes in places providing external 
assets (school, community, peers, home) may have 
led to lower scores on external assets in this study. 
Implications for Leaders and Society 
Educators are taking stock of 50 years since the 
Brown v. Board of Education decision. On the whole, 
equal access has not led to equal achievement 
while school segregation is on the increase (Kozol, 
1991 ; Kozol, 2000). Local communities, state policy-
makers, and the federal government have kept 
equal achievement on their agendas, as expressed in 
such efforts as "No Child Left Behind." However, these 
efforts must be all inclusive - beyond schools. Schools 
should expand the operational definition of educa-
tion to include the role of external assets in the con-
text of positive external assets and hardships in rela-
tion to youth development and learning. All students 
should get the benefits of positive external assets as 
these have been found to have a positive correlation 
with resiliency and academic achievement. 
Schools should assess student external assets, and 
use these to understand and guide issues of disci-
pline, high-risk behavior, and intervention. Educators 
should recognize that although some students' 
resiliency may be based, in part, on ability to endure 
hardships as opposed to positive external assets, it is 
cultural capital that may be crucial for these stu-
dents' success and self regulation. This finding sug-
gests the need for complementary approach to 
schooling (cultural capital); one that augments exter-
nal assets, especially for African American and 
Hispanic American students, while recognizing the 
impact of hardships on their development. 
This study has developed a case for the need of 
a comprehensive approach to youth development, 
one that requires action by all stakeholders in the 
community. School leaders and policy-makers should 
continuously examine their practices, relations with 
students, and pay closer attention to the connections 





External Assets and Their Measures 
Measures 
Caring relations (Someone interested in my schoolwork, listens to 
me, and talks with me about my problems). 
High expectations (Someone who wants me to do my best, believes 
that I will be a success and expects me to follow rules). 
Meaningful participation (I help make decisions, do fun things or go 
fun places with adults and do things at home that make a difference). 
Peer Caring relations (I have a friend who really cares about me, talks with 
me about my problems, helps me when I am having a hard time). 
High expectations (My friends try to do what is right, do well in 
school, get into a lot of trouble). 
School Caring relations (Teacher or adult who cares about me, notices when 
I am not there, listens to me when I have something to say). 
High expectations (Teacher/adult who tells me when I do a good job, 
wants me to do my best, believes that I will be a success). 
Meaningful participation (I help decide class activities and rules, do 
interesting activities at school, do things in my school that make a 
difference). 
Community Caring relations (Adult who really cares about me, who notices when 
I am upset and who I trust). 
High expectations (Adult who tells me when I do a good job, wants 
me to do my best and believes that I will be a success). 
Meaningful participation (I take lessons in music, art, sports or hobby 










Resilience and Their Measures 
Measures 
I can work with others who have different opinions than 
mine, work with other students my age, and stand up for 
myself without putting others down. 
I can work on my problems, do most things if I try, do many 
things well 
I feel bad when someone gets their feelings hurt, try to 
understand what others go through, and try to understand 
what other people feel and think. 
When I need help, I find someone to talk with, know where 
to go for help with a problem, and try to work out problems 
by talking about them. 
There is a purpose to my life, I understand my moods and 
feelings, and I understand why I do what I do. 
Goals and Aspirations I have goals and plans for the future, I plan to graduate from 
high school, I plan to go to college or some other school 
after high school. 
Table 3 
Mean Score of External Assets and Resiliency 
Scores by Ethnicity 
High Mean Scores Moderate Mean Scores 
External Assets Sample (9.2) African American (8.8) 
White Americans (9.3) Hispanic Americans (8.8) 
Resilience Sample (9.6) 
African American (9.8) 
Hispanic Americans (9.5) 
White Americans (9.6) 
Table 4 
Percentage of Students Scoring H (High) by 
Troups on External Assets and Resilience 
External Home Peer School Community Resiliency 
Assets 
Groups (n) 
Sample (452) 60 68 70 50 62 70 
African A (41) 52 60 65 46 57 79 
Hispanic (51) 45 60 53 40 53 74 
White (360) 73 70 72 52 74 72 
Table 5 
Correlations between Resiliency and 
External Assets by Groups 
External Home Peer School Community 
Assets 
Sample .707" .586" .612" .617" .619" 
African American .668" .704" .481" .599" .554" 
Hispanic .674" .545" .447" .682" .628" 
White .714" .591" .645" .615" .618" 
" p<,01 
Table 6 
Regression Models Predicting Resiliency 
Variable B SE b T Adj. R F 
Sample Home .163 .038 .189 4.301 '' .367 133.34 
Peer .280 . 033 .333 8.538" 
School .101 .050 .129 2.018' 
Community .173 .048 .219 3.634" 
African Home .364 .126 .656 2.877" .446 8.25 
American Peer -.064 .116 -.105 -.550 
School .069 .158 .120 .434 
Community .027 .145 .044 .187 
Hispanic Home .178 .099 .205 1.789 .464 15.88 
American Peer .128 .097 .153 1.326 
School .242 .150 .294 1.618 
Community .262 .176 .303 1,489 
White Home .157 .045 .1 76 3.529" 547 109.518 
Peer .323 .039 .377 8.393" 
School .048 .057 .061 . 845 
Community .211 .053 .271 3.993" 
• p<.05; " p<.01 
References 
Benard, B. (l 996). Fostering resiliency in urban schools. 
In B. Will iams (Ed.), Closing the achievement gap: 
A vision for changing beliefs and practices. (pp. 
96-119) . Alexandria, VA: Association for 
Supervision and Curriculum Development. 
Constantine, N. , Benard, B. & Diaz, M. (l 999) . 
Measuring protective factors and resilience traits 
in youth: The healthy kids resilience assessment. 
Paper presented at the Seventh Annual Meeting 
of the Society for Prevention Research, New 
Orleans, LA 
Finn, K. V., Willert, H. J., & Marable, M. (2003) . 
Substance use in school. Educational Leadership, 
60(6), p , 80-84. 
Getz, L, M. (l 997). Schools of their own: The education 
of Hispanos in New Mexico, 1850-1940. 
Albuquerque: University of Mexico Press. 
Grifith, J. (2002). A multilevel analysis of the relation of 
school learning and social environments to minor-
ity achievement in public elementary schools. The 
Elementary School Journal, 102(5), p . 349-367. 
Hansen, J. M., & Matthews, J. (2002). The power of 
more than one. Principal Leadership, 3(2), 30-33. 
Hanson, T. L. , & Austin, G. A (2002). Health risks, 
resilience, and the Academic Performance Index 
(California Healthy Kids Survey Factsheet l ) . Los 
Alamitos, CA: WestEd. (On-Line) . Available: 
www.wested.org/hks 
Hoelter, J., W. (l 982). Segregation and rationality in 
African American status aspiration process. 
Sociology of Education, 55, 32-39 . 
Kenny, M. E. & Stryker, S. (l 994). Social network char-
acteristics of White, , Asian and Latino/a college 
students and college adjustment: A longitudinal 
study. Paper presented at the Annual Meeting of 
the American Psychological Association . Los 
Angeles, CA (ERIC Document Reproduction 
Service No. ED 379 537) 
Kozol, J. (1991). Savage inequalities. Crown Publishers 
Inc., New York. 
Kozol, J. (2000). Ordinary resurrections: Children in the 
years of hope. Crown Publishers Inc ., New York . 
Miller, T. N., Leslie-Toogood, A , & Kafe, M. (April, 2005). 
Creating asset-rich communities. Principal 
Leadership, p. 33-37. 
Osher, D. & Fleischman, S. (2005). Positive cultures in 
urban schools. Educational Leadership, 62(6), p. 
84-85. 
Peng, S. S., Wang, M. C., & Walberg, H. J. (l 992). 
Demographic disparities of inner-city eight 
graders. Urban Education, 26(4), p44l-459. 
Solomon, D., Battistich, V., Watson, M., Schaps, E., & 
Lewis, C (2000). A six district study of educational 
change. Social Psychology of education, 4, p. 3-
51. 
The College Board (l 999). Reaching the top. A report 
of the national task force on minority high 
achievement. Washington, D.C .: College 
Entrance Examination Board. 
Thomsen, K. (2002). Building resilient students: 
Integrating resiliency into what you already know 
and do. Thousand Oaks, CA: Corwin. 
Trueba, H. T. (2002). Multiple ethnic, racial, and cultur-
al identities in action: From marginality to a new 
cultural capital in modern society. Journal of 
Latinos and Educ ation, 7(1), 7-28. 
Wang, M. C., Haertel, G. D. & Walberg, H. J. (1998) . 
Educational Resilience. (ERIC Document 
Reproduction Service. No. ED 419 073). 
WestEd. (2000). California healthy kids survey. 
Resilience Module . Spring 2000 Report, California 
USO. 
Mankjnd . .. grows beyond its wort wa[k§ up tfu stairs 
of its concepts, emerges afuad of its accomp[isliments. 
- John Stein6ecl( 
49 
Students' Perceptions of Faculty's Teaching 
Ability Based on Their Ethnicity, Accent, 
And Academic Discipline 
Lea Lee and Louis H. Janda 
Lea Lee is an Assoc iate Professor 
in the College of Education at Old 
Dominion University in Norfolk, VA. 
She teaches undergraduate and 
graduate reading education 
courses. Her major interests include 
diversity, multic ultural education, 
reading, working with parents, and 
early c hildhood education. She 
earned her Master's Degree from 
Chicago State University and a 
Ph.D. from the University of 
Minnesota in the area of early 
c hildhood and reading education. 
She has taught in severa l colleges 
in Korea and the United States, as 
well as young c hildren in Chicago, 
IL. 
Abstract 
This study examined 236 college students' per-
ceptions of professors' teaching competence based 
on the professors' ethnicity, the presence of an 
accent during lectures, and academic discipline. 
The study found that European-American and 
African-Americans professors were perceived to be 
more effective than Asian-American professors in 
teaching effectiveness regardless of academic disci-
pline. The findings of this study suggest that students 
do have preconceptions about the effectiveness of 
faculty based on their ethnicity. Especially, Asian pro-
fessors were evaluated significantly lower than 
European and African professors. 
Introduction 
The increased employment of non-Americans on 
campuses throughout the country reflects a growing 
ethnic diversity among professors in social science 
colleges. While more and more minority professors 
are entering the fields of social sciences and educa-
tion, students who are majoring in these fields tend to 
be white Americans rather than foreign or minority 
students. When these students are enrolled in cours-
es taught by professors with ethnic and linguistic 
backgrounds different than their own, some students 
unfortunately tend to lack respect, are ready to criti-
cize, give lower course evaluations. and encounter 
some level of discomfort, tension and conflict (Boute, 
1999; Hendrix, 1995; McGowan, 2000). 
However, foreign and minority professors in the 
colleges of science, mathematics, and engineering 
are as well accepted as white professors in the col-
lege community by other faculty and their students 
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(Connors, 1987). Harrington, Southerland, and Johnson 
(l 993) reported that the majority of the non-American 
teaching faculty at the science colleges migrated to 
the United States from Asia, India, and Western Europe 
and over half of the graduate degrees are conferred 
on non-American students in these colleges. Many stu-
dents and professors in these colleges are foreigners 
and share similar cultural and ethnic backgrounds that 
enable them to comfortably relate to each other. 
To determine if students at a social sciences col-
lege in an urban mid-Atlantic university valued diversi-
ty among faculty, this study examined their percep-
tions of professors varied in their ethnic background, lin-
guistic background, and academic discipline, The 
purpose of this study was to investigate whether for-
eign and minority professors are perceived as being 
competent as white professors. This study examined 
whether the students in a college of education rated 
professors differently on course evaluations. 
Specifically, this study addressed the following ques-
tions. 
l . Do students' perceptions of professors differ 
based on the professors· ethnicity? 
2. Do students' perceptions toward professors differ 
when the professors are speaking English with a 
foreign accent? 
3. Do students' perceptions toward professors differ 
depending on the content of the course, specif-
ically computer science versus reading educa-
tion? 
4. Does the professors' ethnicity interact with either 
speaking with an accent or the academic dis-
cipline in determining student 's perceptions 
toward professors? 
Review of Literature 
Diverse learning environment adds richness and 
quality in cross-cultural interactions, which play a sig-
nificant role in students' intellectual, social, and per-
sonal development (Adams, 2002; Boylan, Sutton, 
and Anderson, 2003; Chang, 1999; Pascarella, Palmer, 
Moye, and Pierson, 2001; Smith et al ., 1997; Terenzini, 
Cabrera, Cokbeck, Bjorklund, and Parente (2001). 
The evidence from research conducted over the past 
decade is quite clear that ethnic and cultural diversi-
ty allows professors and students to retain their per-
sonal identities, to have a sense of belonging, to take 
pride in their own heritage, to foster an appreciation 
of diversity among the entire college community, and 
to maintain a society where all people are equally 
respected, which symbolize the society's democratic 
commitment to human dignity and equality. Diversity 
in higher education makes a strong positive contribu-
tion to student retention, intellectual self-confidence, 
social self-confidence, and satisfaction with the col-
lege experience, which help students to be better 
prepared to work in a diverse work force (Lee, 2002; 
Smith, 2004; Yates, 2000). 
Nevertheless, there are some cases where minor-
ity professors face the reality of biased treatment and 
are perceived as less qualified as a result of some stu-
dents' and professors' biased perspectives. 
Harrington, et al. (1993) reported that students 
assessed non-American professors as less competent 
than American professors in their course evaluations 
and they are appeared to be biased toward their 
professors' teaching ability. In a similar study, Neves & 
Sanyal (1991) found non-American professors were 
more likely to be perceived positively by non-white 
and older students, and students with higher GPAs. 
Foreign professors might, therefore, be considered 
more effective and be professionally satisfied in insti-
tutions located in cosmopolitan areas where students 
and faculty members are culturally diverse or where 
the student population is older. 
Tantalizingly, Galbraith (2002) found that ethnic 
and racial minorities at social science colleges, espe-
cially at older universities with a smaller population of 
minority students and professors, face discrimination. 
Race and ethnicity were viewed as a potential 
source of conflict in the relationship between stu-
dents and professors in several studies (Black, Maki, 
and Nunn, 1997; Cracraft, 1988; Gladstein & Mailick, 
1986; Goodwin & Nacht, 1983; Lee, Adb-Ella, & Burks, 
1981 ; Nisbett & Wilson, 1977; Penny & White, 1998). 
Jacobs and Friedman (1988) observed that some 
students with biased perceptions about instructors' 
teaching ability based on the professors' ethnic and 
linguistic backgrounds try to avoid registering for 
courses taught by foreign professors. These students 
may not benefit as much from the course as non-
biased students (Smith and Necessary, 1994). Thus, it 
is critical for students to have unbiased opinions 
about the course and professor before experiencing 
and interacting with professors who have different 
ethnic backgrounds. Kadushin (1985, pp. 164-165) 
claimed that learning could take place best when 
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the nature of such interaction is positive, and when 
professor and student accept each other's differ-
ences, and are comfortably relaxed with each other. 
In this positive and unbiased learning environment, 
the level of student participation in learning is higher 
and anxiety is lower, which in turn facilitates learning. 
Based on the reviewed literature, the authors con-
cluded that some students and professors in higher 
education still need to make an effort to appreciate 
the unique contributions of all cultures in classes and 
to embrace different perspectives from ethnically 
and culturally diverse peoples. University administra-
tors still need to maximize equality of opportunity for 
all individuals and minority groups to pursue aca-
demic excellences in various academic fields on 
campus, and facilitate the implementation of diversi-




The participants in this study were 236 undergrad-
uate and graduate students enrolled in ten randomly 
selected education courses in a college of education 
located in an urban area in Southeastern Virginia. Of 
the 236 participating students, 195 were female and 
41 were male students. The participants' ethnic 
backgrounds were 194 Caucasian, 37 African-
American, l Hispanic, and 4 Asian/Pacific Islanders. 
Total number of full-time instructional faculty 
employed in the college was 79, which includes 66 
Whites, 6 Blacks, 2 Asians, 2 Hispanics, 2 American 
Indians, and l non-resident alien. 
The college of education believes it is important 
to have a student body that is diverse and actively 
seeks students from a broad range of diverse groups. 
Instrument 
A student questionnaire was used to assess stu-
dents' perceptions of faculty competence as a func-
tion of ethnicity, use of an accent, and academic dis-
cipline in a higher education setting. The question-
naire consisted of a scenario, biographic questions, 
and seven course evaluation questions, and was 
coded with a three digit number appearing at the 
top of each page to reflect the three independent 
variables as shown in the table l . Three independent 
variables (ethnicity, use of accent, and academic 
discipline) were used to create twelve different sce-
narios based on 12 imaginary professors. Although 
each scenario included three identical independent 
variables, they were varied to reflect 3x2x2 factorial 
design with instructors' ethnicity (Asian, African, and 
European), use of an accent (Yes and No), and aca-
demic discipline (Reading Education and 
Computer Science). For example, a scenario with a 
code number 111 depicted an imaginary professor 
as follows: "Dr. Kaneko was born in an Asian country 
but received a doctorate degree from an 
American University. Dr. Kaneko speaks English flu-
ently but does have a pronounced accent. 
Students must listen closely to understand Dr. Kaneko's 
lectures. Dr. Kaneko specializes in teaching Methods 
of Reading Instruction." 
Table 1. Independent Va riables 
Ethnicity Use of an accent Field of expertise 
l. Asian l . Yes l . Reading Educ ation 
2. African 2. No 2. Computer Sc ience 
3. European 
Twenty evaluation sheets were made for each of 
the 12 imaginary professors. Thus, there were a total 
of 240 evaluation sheets. The use of fictitious profes-
sors was appropriate to control extraneous variables, 
such as, grade expectations, instructors' appear-
ance, personality conflicts, lifestyle, beliefs, amount of 
required work, and negative class environment, 
which might contribute to course ratings. 
The dependent variables consisted of seven 
course evaluation items that were used by the uni-
versity to assess teaching competence. Question l 
addressed overall teaching effectiveness as an 
instructor. Question 2 addressed the instructor's abili-
ty to communicate ideas effectively. Question 3 
addressed the instructor's consistency/punctuality in 
meeting class and using allotted time. Question 4 
addressed the instructor's helpfulness, sensitivity, 
responsiveness to all students' needs. Question 5 
addressed the instructor's overall quality of professors' 
course. Question 6 addressed how much they have 
learned or benefited from an instructor. Finally, ques-
tion 7 addressed the instructor's organization, struc-
ture, and clarity of requirements. Each of the seven 
questions in the evaluation sheet has five ratings 
ordered from A = poor, B = acceptable, C = good, D 
= very good, and E = excellent. 
Procedure 
The questionnaire was passed out to students 
who were taking education courses in the middle of 
the semester when students are not normally expect-
ing a course evaluation. The classes included in the 
study were ten randomly selected undergraduate 
and graduate education classes. Once the classes 
were selected, the researcher contacted the profes-
sors who taught the selected courses to provide the 
purpose of the study and the directions to administer 
the evaluation. All of the professors are white 
Americans who have taught at the college for at 
least 5 years fu ll-time and agreed to distribute and 
collect a survey to their students. They were directed 
to tell their students that the questionnaire would be 
kept confidential, therefore the participants did not 
write their names nor personal identification numbers 
on the evaluation form. The participating professors 
passed out one questionnaire and one scan sheet 
per student. 
Students had to find a questionnaire code num-
ber appearing on top of the questionnaire and write 
the number on the scan sheet before they marked 
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answers like the sample they were shown by the par-
ticipating professors. Participants were asked to read 
one scenario appearing above the course evalua-
tion questions, answer biographic questions, and 
evaluate the professor's competence on a scan 
sheet using a number 2 pencil. It took about five min-
utes for each student to read a scenario and com-
plete a questionnaire. Students rated a faculty 
described in a scenario on a five point scale arrang-
ing from A = poor, B = acceptable, C = good, D = very 
good, and E = excellent. The letter ratings A to E were 
converted to number ratings, A = 0, B = l, C = 2, D = 
3, and E = 4 before entering the numeric raw data. 
The participating professors collected both the 
questionnaire and completed scanner sheets and 
told the students that their cooperation was appreci-
ated. All 240 evaluation sheets were collected by the 
instructors participating in this study during class. 
Although the return rate was l 00%, four unmarked 
answer sheets were disregarded, therefore 236 were 
included in the data analysis. Four responses had to 
be eliminated since they were either incomplete or 
left blank with descriptive remarks about the evalua-
tion form. The collected data was exported into SPSS, 
which was used to perform the Multivariate Analysis 
of Variance (MANOVA) and Univariate Analyses of 
Variance CANOVA). 
Results 
The results of three research questions investigat-
ed in this study were as follow. 
l . Do students' perceptions toward professors dif-
fer based on the professors' ethnicity? The MANOVA 
results indicated that students' perception toward 
the teaching competence of professors was signifi-
cantly different based on the professors' ethnic back-
grounds (F= 2.22, p, < 0.05). Consequently, ANOVAs 
were performed in an attempt to identify specific 
aspects of teaching competence that were signifi-
cantly affected by the professors' ethnicity. The 
ANOVAs revealed that the ethnic background of pro-
fessors was a significant factor in a course evaluation 
in four aspects of teaching competence - the overall 
effectiveness (F = 6.40, p, < 0.05), effective communi-
cation of ideas (F = 4.95, p, < 0.05), overall quality of 
course (F = 5.09, p, < 0.05), and benefit from the 
course (F = 4.20, p, < 0.05), taught by professors. The 
means and standard deviations for each of four 
aspects of teaching competence are presented in 
Table 2. Table 2 indicates that Asian professors were 
rated significantly lower in four aspects of teaching 
competence. However, ethnicity was not significant 
in three other aspects of teaching competence -
consistency /punctuality in meeting class and using 
allotted time, helpfulness/sensitivity /responsiveness to 
all students' needs, and course organization, struc-
ture, and clarify of requirements. 
Table 2. Mean and SD for Professors' 
Four Aspects of Teaching Competence 
Asian African European 
Mean SD Mean SD Mean SD 
Overall 
effectiveness l .77° .10 2. 16' .10 2.23' .10 
Effective 
communication 
of ideas l .48° .12 l.78' . ll l .99" .12 
Overall quality 
of course l .83° . ll 2.26' .ll 2.25' .ll 
Benefit from 
the course l .80" . ll 2. 14' . ll 2.26' .12 
Means that share a common superscript do not differ significantly at P< .05. 
2. Do students' perceptions toward professors dif-
fer when the professors are speaking English with their 
native accent as opposed to speaking with no 
accent? The MANOVA results indicated that stu-
dents' perception toward the teaching competence 
of professors was not significantly different based on 
their use of an accent (F = 1.05, p, > 0.05). 
3. Do students' perceptions toward professors dif-
fer depending on the academic discipline, specifi-
cally computer science and reading education? The 
MANOVA results indicated that students' perception 
toward the teaching competency of professors was 
significantly different based on the teaching subjects 
(F = 2.61, p, < 0.05). The ANOVA results, however 
revealed that there were no significant effects for any 
of seven aspects of teaching competence - the 
overall effectiveness, effective communication of 
ideas, overall quality of course, benefit from the 
course, consistence/punctuality in meeting class and 
using allotted time, helpfulness/sensitivity /responsive-
ness to all students' needs, and course organization, 
structure, and clarify of requirements. 
4. Does the professors' ethnicity interact with sub-
jects of the courses taught or speaking with an 
accent in determining student's perceptions toward 
professors? The MANOVA indicated no significant 
interaction effects. 
Table 3. Summary of MANOVA Results for 
Interactions among Variables 
(V l = Ethnicity, V2 = Use of Accent, and V3 = Teaching Subject) 
Variables F df Significance 
v 1·v2 1.52 7 1.15 
V l *V3 1.98 7 0.06 
V2*V3 1.22 7 0.28 
v1 ·v2•v3 1.26 7 0.26 
P <0.05 
Conclusion 
While it was predicted that there would be a 
main effect for the instructor's ethnicity, the direction 
of this main effect was not as predicted. Since a 
majority of the students who participated in the study 
were white, and given that Boute (1999), Hendrix 
(1995), and McGowan (2000) have found that some 
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white students tend to rate African-American profes-
sors low on course evaluations, it was predicted that 
professors with a European-American background 
would be judged more favorably than those with 
either an or Asian-American background. The results 
of this study, indicated, however, European-
Americans were perceived to be no different than 
African-Americans in teaching effectiveness, and 
both of these groups were judged to be more effec-
tive than Asian-American professors. The results vali-
date the finding of Jacobs and Friedman (1988) that 
students either avoid classes taught by non-native 
faculty or rate them lower on course evaluations and 
congruent with Harrington, et al. (1993) that non-
native professors were perceived as less competent 
regardless of whether they had adequate English lan-
guage skills. 
It may be that these results are a function of the 
relatively small Asian-American population in the col-
lege as well as in the geographical area in which this 
research was conducted. This lack of experience 
may hamper students' ability to view Asians profes-
sors as competent. Future research may include 
more qualitative items in order to learn why students 
seem to perceive Asian-American professors as less 
effective than either European-American or African-
American professors. 
Given that complaints from students about not 
being able to understand the lectures of foreign-born 
faculty are relatively common in some studies, such 
as, Jacobs and Friedman (1988) and Smith and 
Necessary (1994), it was expected that there would 
be a main effect for lecturing with an accent. That 
such an effect was not found is difficult to explain. 
Perhaps making abstract judgments about the effort 
required to listen to lectures delivered in accented 
English is different from the reality in some cases. In 
some cases the accent of foreign or minority faculty 
may be slight and even lend an exotic quality to the 
lectures while in others cases, students must pay close 
attention to understand the material. Perhaps future 
research could utilize audiotapes in which the nature 
of the accent is manipulated to learn more about 
how this variable influences perceptions of teaching 
effectiveness. 
Finally, it was predicted that there would be an 
interaction effect involving ethnic background and 
subject of the course. The reasoning was that for-
eign-born faculty are more common in disciplines 
such as computer science. and engineering and 
hence students would have had more experiences 
attesting to their competence in these areas than in 
education where such faculty are rare . Contrary to 
this expectation, Asian-American faculty were 
judged to be less effective in both the computer sci-
ence course and the education course. Again, the 
possible explanation may be the lack of previous 
exposure to Asian faculty, which created a negative 
perception about Asian professors' teaching ability. 
As Galbraith (2002) reported, ethnic and racial 
minorities in a college with a smaller population of 
minority students and professors tend to face discrim-
ination. The fact that 90% of students enrolled in the 
college are White or Black and less than 3% are Asian 
may explain why Asian professors were viewed as less 
effective regardless of their teaching subjects. 
The findings of this study can be used to alert 
higher education society that students may view cer-
tain minority faculty as less competent professors. 
Although universities are supposed to be free from 
ethnic prejudice or racial conflicts and professors ' 
competence should be judged solely by their schol-
arly or professional merits, it needs to be noted that, 
as this study suggests, some students viewed the abil-
ities of Asian-American professors lower than profes-
sors of other ethnicities. 
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Abstract 
The study investigated specific teaching events 
which student teac hers found stressful and possible 
remedies to these events which cooperating teac h-
ers confirmed, Although both student teachers and 
cooperating teachers agreed on the stressful nature 
of teaching overall, they disagreed on the stressful 
nature of some teaching events, Analysis of variance 
showed significant difference in the amount of stress 
by semester, gender, category, geographic area, 
age, teaching fie ld, and years of experience for 
some teaching events, Both cooperating teachers 
and student teachers indicated that discipline was a 
major problem although less pronounced in rural than 
in suburban and urban areas. In addition, both 
groups suggested that increasing physical security 
would be a good remedy in suburban and urban 
areas. 
While most practicing teachers/educators 
acknowledge that the assumption of teac hing 
responsibility c arries with it the acceptance of stress, 
this study suggests that stress factors and potential 
remedies as identified by student teachers and coop-
erating teachers must be c arefully analyzed and 
controlled if their student teaching experiences are to 
be positive, a unique contribution of this study, thus, 
leading to a satisfying career and less turnover in the 
teaching corps, 
The term stress has been associated with the 
teaching profession for quite some time, Selye (1956) 
defined stress as "the nonspecific response of the 
body to any demand" (p, l ) , Selye (l 97 4) stated, "It is 
immaterial whether the agent or situation we face is 
unpleasant; all that counts is the intensity of the 
demand for readjustment or adaptation" (p,28), He 
goes on to say that stress, in and of itself, is not an eviL 
Stress has both positive and negative consequences 
(Selye, 1974), Maslach (1976), Greenwood and 
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Greenwood (l 979), and Gupta (l 98 l) have indicat-
ed that increased teacher stress has led to reduced 
efficiency, tardiness, absenteeism, and turnover. 
Therefore, colleges and universities that prepare 
teachers should pay particular attention to the per-
ceived stressful teaching events that student teach-
ers face and endeavor to provide solutions for those 
problems, 
Turney (as cited in Williams & Graham, 1992) stat-
ed that the student teaching experience is "the sin-
gle most important interaction in a teacher prepa-
ration program where student teachers put it all 
together under the supervision and guidance of a 
significant other" (p. 34) . Schempp (l 985) agreed 
with this analysis by suggesting the student teaching 
experience generally be regarded as a very valu-
able component of pre-service preparation of 
teac hers. While much has been written about the 
role of cooperating teachers, stress in student teac h-
ers and effective coping methods have received far 
less attention. Although specific causes were not 
identified with a level of certainty, the literature in 
the teaching practicum suggest that student teach-
ers experience some levels of stress (Aitken & Mildon, 
1999), Failure to cope with negative teaching 
events may impede the professional development 
of student teachers and, hence, might affect their 
success as first year teachers, It is important to iden-
tify those teaching events that cause stress so that, 
ultimately, effective strategies for lessening stress 
may be developed, 
Fogarty and Yarrow (l 994) also reported that stu-
dent teachers, irrespective of their degree of experi-
ence, were 'significantly more stressed ' (P. 16) by 
their relationships with pupils than by the evaluation 
of the cooperating teacher. Clement (l 999) report-
ed that classroom management, formal observa-
tions, and social and emotional problems of the stu-
dents were perceived as primary stressors in the lives 
of student teachers, In a simi lar study related to Eng-
lish as a Second Language (ESL), CaNer, Scheier and 
Weintraub (1989) concluded that teachers used 
socio-emotional techniques which involved express-
ing feelings to others and seeking support as coping 
mechanisms. Some also chose denial and disen-
gagement as a strategy for dealing with stress. 
Interestingly, job searches as well as family issues were 
also rated as stressors for student teachers: These par-
ticular student teachers suggested that the cooper-
ating teacher assisted them most frequently in deal-
ing with their stress, while the college supeNisors were 
rated as the second source of help to relieve the 
stresses in their lives. Cole and Knowles (1995) report-
ed that student teachers often experience emotional 
trauma and confusion regarding college supeNisors ' 
and cooperating teachers ' expectations during field 
experience. Other issues of concern for student 
teachers, as stated by Mitchell and Schwager (1993), 
were supeNisors' expectations, communication with 
parents and the college, and being able to make a 
connection with new experiences. 
In evaluating the results of the suNey, Clement 
(1999) stressed the importance of colleges/universities 
providing support to cooperating teachers to make 
them aware of the stressors in the lives of student 
teachers. Likewise, student teachers need to be 
made aware of the stress in the student teaching 
experience and then attempt to eliminate some 
stress from their lives, such as outside employment or 
other duties. 
Method 
Participants in this study were current student 
teachers and their respective K-12 cooperating 
teachers in two metropolitan cities and their sur-
rounding county schools covering urban, suburban 
and rural geographic areas in a Midwest state. The 
suNey was conducted during the fall and spring 
semester of the same academic year. Based on their 
experience, effectiveness, and degrees earned, 
cooperating teachers were selected by their respec-
tive school administrators to mentor student teachers 
for a period of one semester. Student teachers were 
informed during the all-day seminar at the beginning 
of the semester about the intent of the suNey, the 
procedures and the benefits of participating . They 
were also instructed to mention the suNey to their 
cooperating teachers. The cooperating teachers 
were also informed of the survey, the process and 
procedures in a letter which was enclosed along with 
the survey instrument. Student teachers delivered the 
packet to the cooperating teachers. This single pro-
cedure may have created 'demand characteristic' 
for the cooperating teachers to feel obliged to com-
plete the survey. However, they had a choice not to 
participate. Both groups received a packet with the 
survey, stamped return envelope, including a letter 
describing the survey items, anonymity, guidelines 
and instructions of when and how to fill out the survey. 
Ninety-two surveys were sent to cooperating teach-
ers; 38 surveys were returned (41.3%). Ninety two sur-
veys were sent to student teachers and 52 were 
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returned (56.5%). The responses to 13 teaching 
events and 13 potential remedies were arranged 
along a five-point Likert Scale. Teaching events were 
ranked from low stress (l) to high stress (5) and poten-
tial remedies were ranked from very poor (l) to excel-
lent (5). Each suNey item is identified by the letter "V" 
and a number, such as Vl, V2, V3, etc., to match the 
complete survey statement to the shortened version 
of the survey items which are displayed in the tables. 
The actual survey which participants received was 
written in full rather than what is shown in the tables in 
the following results. Although minor modifications 
were made to meet the needs in this survey, Wright 
(1985) originally developed and field tested the sur-
vey items at New Mexico State University, which dealt 
with stress-related teaching events in the classroom. 
Data were analyzed using ANOVA and MANOVA and 
descriptive statistics between and among groups. 
Dependent variables that showed significant differ-
ence are reported below, including mean compari-
son for each variable by gender, age, teaching level, 
geographic area, teaching field, category, and 
years of experience. 
Conducting a study involving both student 
teachers and their cooperating teachers, using the 
same instrument, on stress events and potential 
remedies during the same period of time might assist 
in identifying and matching events of stress with the 
remedies as perceived by both practitioners. The 
perspectives of both student teachers and cooperat-
ing teachers are important in matching stress events 
to perceived remedies for each. Therefore, this study 
discusses teaching events which student teachers 
found stressful and possible remedies to these events 
which cooperating teachers confirmed. Although 
only significant results are reported, caution is need-
ed as readers interpret the results as some sample 
numbers (n) are much smaller than others. 
Results and Discussion 
Means by semester 
Analysis of variance showed significant differ-
ence in stress level for the variable "Lecture" with 
greater mean for the spring semester than the fall 
semester. Analysis of variance also showed signifi-
cant difference for three variables as stress remedies. 
The variable "Expulsion" showed greater mean for 
spring semester than the fall semester. Another was 
the variable "Payment for student teaching" with 
greater mean for fall semester than spring semester. 
The third was the variable "Reduce supervisor's visits" 
with greater mean for spring semester than the fall 
semester. When asked if teaching was stressful, both 
cooperating teachers and student teachers agreed 
that it was with some variation . Cooperating teach-
ers (42.2%) and student teachers (57.8%) said teach-
ing was stressful. The differences by semester may 
have been impacted by the different calendars of 
instructional days between fall semester and spring 
semester. The use of lecture may have been more 
prominent in the spring semester because the fall 
semester included more review in preparing students 
for statewide tests. Expulsion of students may have 
been more of a consideration in the spring semester 
because of weariness among teachers and students. 
No other significant differences were detected by 
semester. (See Table l .) 
Table 1 
Test of Means by Semester 
Same Calendar Year 
Ref F-Value Sien. Samnle P 
V9 Mean 
Lecture 9.745 (1) 0.002 SD 
n 
V14 Mean 
Expulsion 9.307 (I) 0.003 SD 
n 
Vl9 Mean 
Stu. teach 6.440(1) 0.013 SD 
oavment n 
V24 Mean 
Reduce 3.646(1) 0.05 SD 
Visits n 














Analysis of variance and mean comparison 
showed significant results by Gender for one variable. 
The variable "Student teacher /parent relationship" 
showed significant difference with greater mean for 
f~~ale th~m male. Two other variables showed sig-
n1f1cant difference as a potential remedy for stress. 
One was "Reduction of class size" with greater mean 
for male than female. Another was the variable 
"Reduce pull out .. . interruptions" with greater mean 
for males than for females. Female student teachers 
appeared to place a much greater emphasis upon 
relationships with parents as indicators of stress. 
Because this study included more female student 
teachers and many of those were elementary stu-
dent teachers, these findings may have been a result 
of the more prevalent contact that elementary 
teachers have with parents. Likewise, the class size 
variable may have been an indication of larger 
classes at the secondary level. The reduction of pull-
out interruptions may have been an indication that 
ma les are less tolerant of this aspect of education 
than females. No other significant results were detect-
ed. (See Table 2.) 
Table 2 
Test of Means by Gender 
Ref F-Value Sign. Sample P Male Female 
V7 Mean 2.222 3.278 
St. Tcbr/Par 5.35 ( I) 0.02 SD 1.3 1.3 
relationshin n II 79 
VIB Mean 4.363 4 .139 
Cius size 4.599(1) 0.035 SD I I 
n II 79 
V22 Mean 3.545 3.126 
Reduce puUout 4.881 ( I) 0.03 SD 1.2 I.I 
n II 79 
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Means by category 
Analysis of Variance showed significant differ-
ence by Category for three stress events and four 
potential remedies as perceived by participants. The 
variable "Expecting the unexpected" showed signifi-
cant difference with greater mean for the category 
of Cooperating teacher than Student teachers. The 
variable "Power debate with students" showed signifi-
cant difference with greater mean for the category 
of Cooperating teachers than Student teachers. The 
variables that showed significant difference by 
Category indicating possible remedies for stress ele-
ments were as follows: "Payment for student teachers" 
with greater mean for Student teachers than for 
Cooperating teachers; the variable "Presence of 
cooperating teacher" with greater mean for 
Cooperating teachers than for Student teachers; 
conversely, the variable "Absence of cooperating 
teacher" with greater mean for Student teachers 
than for Cooperating teachers. Both variables sug-
gested that both groups indicated that their role is as 
important as the other role. The variable "Doing less 
lesson plans" with greater mean for Student teachers 
than for Cooperating teachers suggested that stu-
dent teachers were in favor of it as a stress remedy. 
(See Table 3.) In "Expecting the unexpected", coop-
erating teachers may have recognized more of "the 
unexpected" than did the student teachers; the stu-
dent teachers may have not known that these events 
were "unexpected". Likewise, the use of power 
debates may have been a relatively unknown phe-
nomenon of student teachers. As a remedy, the pay-
ment issue may have sounded like a good idea to 
student teachers, but cooperating teachers may 
have viewed that as a rite of passage and not a real-
istic option. Another remedy, the presence of the 
cooperating teacher, was important to the cooper-
ating teachers who would be expected to show 
much ownership of the classroom. Conversely, the 
student teachers may have felt more freedom in the 
absence of the cooperating teacher. Preparing few 
lesson plans naturally appealed to the student teach-
ers but this may have reflected the time required to 
produce the lengthy lesson plans of this particular 
teacher education program and not the planning 
inherent in the teacher plan book. Further, it is 
expected that student teachers would experience 
stress in the experience; however, many cooperating 
teachers experience much stress in this experience as 
well. It is important to reiterate that both variables, 
"Absence of cooperating teacher" and "Presence of 
cooperating teacher", suggest that both groups indi-
cated that their role is as important as the other. No 
other significant results were reported. (See Table 3.) 
Table 3 
Test of Means by Category 
Ref F-Value Sip. SampleP Std.leader Coop. 
teacher 
V6 Mean 2.15 3.1358 
The Unupected 6.875 (I) 0.01 SD 0.987 1.04 
n 52 38 
V12 Mean 2.9231 3.4474 
Power debate 4.051 ( 1) 0.05 SD 1.2 1.2 
witb1 .. denb n 52 38 
V19 Mean 3.9804 3.0263 
Payment to std. 0.735 (I) 0.002 SD 1.2 1.4 
teacken n 52 38 
VlO Mean 2.0389 2.6054 
Preseac:eof 6.974 (1) O.QI SD I 0.97 
ceoo. teach. n 52 38 
Vll Mean 3.4615 2.5526 
Aboatc:e of 6.57] (1) 0.001 SD 1 I 
COOD- teach. n 52 38 
V23 Mean 3.3077 2.2632 
Lea lesion 8.419 (1) 0.001 SD 1.2 0.94 .., __ 
n 52 38 
V27 Mean 3.1154 2.5526 
Your stress 0.798 (I) 0.001 SD 0.73 0.89 
level n 52 38 
Category = student Teac her, Cooperating Teacher 
Means by geographic area 
Analysis of variance showed significant differ-
ence for three stressful events and one potential rem-
edy by Geographic area (Urban, Suburban, and 
Rural). The variable "Unmotivated students" showed 
greater mean for Urban _qnd Suburban than for Rural. 
Another variabJe wcis "Working with peers" that 
showed gr_?ater mean for the Suburban group than 
both Urban and Rural. Another variable was 
"Managing discipline", with greater mean both for 
Suburban and for Urban groups than Rural. Although 
participants in the three areas (Urban, Suburban, and 
Rural) suggested that discipline was a problem and 
needed to be dealt with, the figures indicated that 
the problem was less pronounced in rural regions. 
Participants suggested that discipline problems were 
more pronounced in urban and suburban regions 
and, therefore, increasing physical security in those 
regions might help in coping with the stressors. It must 
be cautioned, however, that the means for the vari-
able "Unmotivated students" for all three groups were 
high, suggesting that stress was evident; however 
small the mean difference was among groups, it was 
significant. Therefore, the problem was less pro-
nounced in rural areas than the other two. These find-
ings may have been a reflection of the smaller size of 
most rural settings. Those student teachers in subur-
ban schools found it more stressful to work with peers 
but that, too, may have been a reflection of the num-
bers of teachers in these schools. As a remedy, 
increasing security in a school setting may have sim-
ply reflected the perception of danger in an urban or 
suburban setting. No other significant results were 
detected. (See Table 4.) 
58 
Table 4 
Test of Means by Geographic Area 
Ref. F-Value s~. SUloleP Urbu Sub■rban Rural 
V2 Mean 3.5882 3.5000 3.1667 
U■motivatcd 4.593 (2) 0.01 SD 1.0000 1.1000 0.8300 
1tudeats n 34 26 30 
V3 Mean 1.7059 2.6154 1.9667 
Workingwitb 3.955 (2) 0.02 SD 0.8700 1.1000 1.2000 - n 34 26 30 
V5 Mean 4.0882 4. 1154 3.4333 
Discipline 3.996 (2) 0.02 SD 1.1000 1.0000 1.1000 
n 34 26 30 
V17 Mean 3.1471 3.0385 2.6000 
lDcrease 5.697 (2) 0.01 SD 1.0000 1.1000 0.9600 
sec:■ritv n 34 26 30 
Means by age 
Two perceived potential remedies showed signif-
icant difference by Age. Analysis of variance 
showed significance with the variable "Absence of 
cooperating teacher" with greater mean for age 
groups 31-35; for age group 26-30; for age group 20-
25; and for age group 41-45 than for age group 36-40; 
for age group 46-50 and for the age group Over 51. 
The variable "Preparing less lesson p lans", although 
small, showed significant difference with g reater 
mean for age group 20-25 and age group 31-35 than 
age group 36-40, age group 41-45, age group Over 
51 , age group 46-50 and age group 26-30. The 
younger cooperating teachers may have felt more 
comfortable leaving the classroom in the hands of 
the student teachers or may have remembered the 
stress they felt as a student teacher when someone 
was watching them. Likewise, writing fewer lesson 
plans was, generally, a greater reliever of stress for the 
younger cooperating teachers and may have 
reflected their more recent experiences with this task. 
No other significant results were detected. (See Table 
5.) 
Means by teaching field 
Analysis of variance and mean comparison by 
Teaching Field showed significant difference for two 
stress events and one potential remedy. The variable 
"Selection of materials" showed significant difference 
with greater mean for Art, History, Music, 
Mathematics and Science than English, Elementary 
education and for Physical education. The variable 
"Cooperating teacher's demands" also showed signif-
icant difference by Teaching field with greater mean 
for Mathematics, Elementary Education, English, and 
Art. Lower means were detected for Science, Music, 
Physical education, and History. In addition, the vari-
able "Parent involvement" showed significant differ-
ence as a stress remedy by Teaching field with 
greater mean for Art, Music, Elementary education, 
Science, Physical education and History. Lower 
mean was detected for English and Mathematics. It 
must be cautioned that the small number of respon-
dents in the five fields should be taken into account. 
On the other hand, the number of respondents was 
higher in elementary education and English, yet the 
mean was significantly lower. Because some subjects 
may be less structured than others, the selection of 
Table 5 
Test of Means by Age 
Ref F-Value Sism. Samole P 20-25 26-30 31-35 36-40 41-45 46-50 Over 51 
V21 Mean 3.3396 3.4280 3.5000 2.6000 3.0000 2.4286 2.1818 
Absence of .214(6) 0.05 SD 1.0000 1.3000 0.7070 1.1000 0.0000 0.9759 1.0700 
coop. teach n 53 7 2 5 5 7 11 
V23 Mean 3.3208 1.7143 3,0000 2.4000 2.4000 2.1429 2.2727 
Less lesson .065 (6) 0.01 SD 1.2200 0.9500 1.4000 0.8900 0.5400 0.8900 1.1000 
plans n 53 7 2 5 5 7 11 
Table 6 
Test of Means by Teaching Field 
F-Value Sign. SampleP English Math Science EleEd P.E. Music Hist. Art 
Ref 
Vl Mean 2.2500 2.5000 2.5000 2.3243 2.1111 2:6666 3.6667 4.0000 
Select materials 2.800 0.02 SD 0.9400 1.2000 1.0000 0.9700 1.4000 0.8100 0.5700 NA 
(6) n 24 4 6 37 9 6 3 1 
vs Mean 3.2914 4.2500 2.8333 3.6757 2.5556 2.6666 1.6667 3.0000 
Cooperating 3.053 0.01 SD 1.8000 0.9500 1.7000 1.3000 1.6000 1.6000 0,5700 NA 
teacher (6) n 24 4 6 37 9 6 3 I 
V16 Mean 2.8750 2.5000 3.3333 3.4595 3.0000 3.8833 3.0000 4.0000 
Parent 2.933 0.02 SD 1.0000 1.2000 1.3000 1.0000 0.8600 0.9800 1.0000 NA 
involvement (6) n 24 4 6 37 9 6 3 1 
Table 7 
Test of Means by Experience 
Ref F- Sign. Sample None 
Value p 
VIS Mean 4.1846 
Class size 3.429 0.01 SD 0.9500 
(6) n 52 
V20 Mean 2.0385 
Presence of 2.818 0.02 SD 1.0000 
coop. (6) n 52 
teacher 
V21 Mean 3.4615 
Absence of 2.980 0.02 SD 1.0000 
coop. (6) n 52 
teacher 
teaching materials proved to be stressful for some stu-
dent teachers. The cooperating teachers' demands 
upon student teachers generally appeared to create 
more stress in those subject areas that were involved 
in state-wide testing. As a stress remedy, parent 
involvement was generally very high for elementary 
education student teachers but even higher for music 
and art student teachers. These two subject areas 
sometimes involve parents with various agendas. No 
other significant results were detected. (See Table 6.) 
Means by Experience 
Analysis of variance also showed significant differ-
ence for the following variables as potential stress 
remedies by Number of Years of Experience. The vari-
able "Reducing c lass size" was a favorable choice 
1-5 6-10 11-15 16-20 21-25 Over 
26 
3.8000 3.6000 4.2857 4.0000 3.3750 4.2500 
1.3000 0.5400 0.9500 0.4400 1.3000 1.1000 
5 5 7 5 8 8 
1.4000 3.0000 3.0000 2.2000 2.7500 2.8750 
0.5400 1.5000 0.5700 1.3000 0.7000 0.3500 
5 5 7 5 8 8 
2.8000 2.8000 2.8571 2.8000 2.1250 2.2500 
1.6000 1.0000 0.8900 0.4400 0.8300 1.3000 
5 
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5 7 5 8 8 
with greater mean for 11 -15 years; for Over 26 years; 
for None (student teachers); for 16 - 20 years; for 1-5 
years; for 6-10 years; and for 21-25 years of experi-
ence. The variable "Presence of cooperating 
teac her" showed significant difference as a poten-
tial stress remedy with greater mean for 6-10 years; 
11-15 years of experience; for Over 26 years; for 21-
25 years; for 16-20 years; for None (student teach-
ers); and for 1-5 years of experience. 
The variable "Absence of Cooperating 
Teacher" showed significant difference as a poten-
tial stress remedy, with greater mean for None (stu-
dent teachers); for l l -15 years; for l -5 years, 6-1 O 
years, and 16-20 years of experience; for Over 26 
years; and for 21-25 years of experience. Essentially, all 
participants in this survey acknowledged the potential of 
reducing class size as a stress remedy. The presence or 
absence of the cooperating teacher varied tremen-
dously as a reducer of stress. Those responses may 
have been more a reflection of the relationship 
between the student teacher and the cooperating 
teacher. No other significant differences were 
detected. (See Table 7.) 
Conclusion 
In order to gain a better understanding of the chal-
lenges facing student teachers and to provide effec-
tive coping mechanisms, it is necessary to identify 
stressors with great certainty so that remedies and 
coping strategies may be developed. Further 
research of this kind is surely needed to validate those 
emotions that are a result of the perceived stress-
inducing teaching events. Recommendations to 
reduce stress in student teaching are the following: 
l . Opportunity should be provided to all educa-
tion majors, particularly in the methods courses, to 
learn about stressful teaching events and what to do 
about them. 
2. Opportunity should be provided to all cooper-
ating teachers in the field to learn about stressful 
teaching events and the perceived remedies as cop-
ing mechanisms so that they could seNe as the first 
line of response as needed. 
3. Teaching events and coping strategies should 
be devised and discussed on a continuous basis dur-
ing student teaching seminars. 
4. Opportunity should be provided to all college 
supeNisors addressing targeted expectations and 
other events that might contribute to the student 
teachers' apprehensions of the supeNisors' presence. 
5. Teacher education programs should include 
procedures designed to improve knowledge of urban 
and suburban education issues as well as the growing 
diverse populations and how they might contribute to 
stress in the teaching profession. The authors believe 
these need to be addressed in the early stages of 
teacher education programs. 
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Correction does much, but encouragement does more. 
'Encouragement after censure is as the sun after a shower. 
- Jofiann 'Wo[jgang van (joet/ie_ 
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Abstract 
This article is an attempt to look at an important 
issue: "critical thinking," and argue the need for pro-
moting critical thinking activities in the K - 12 setting 
and even at the college level. Well-known authors 
and their views on why critical thinking activities must 
be promoted are explored throughout the article. It 
also focuses on why it is hard to include critical think-
ing activities in K-12 settings and how teachers are 
also caught up in the system that values a score on 
standardized tests more than involvement in creative 
and critical thinking activities. 
The critical habit of thought, if usual in a soci-
ety, will pervade all its mores, because it is a 
way of taking up the problems of life. Men 
educated in it cannot be stampeded by 
stump orators ... They are slow to believe. They 
can hold things as possible or probable in all 
degrees, without certainty and without pain. 
They can wait for evidence and weigh evi-
dence, uninfluenced by the emphasis or con-
fidence with which assertions are made on 
one side or the other. They can resist appeals 
to their prejudices and all kinds of cajolery. 
Education in the critical faculty is the only 
education of which it can be truly said that it 
makes good citizens. 
William Graham Sumner, Folkways, 1906 
(As cited in http://www.criticalthinking.org/) 
Written in the beginning of the twentieth century, this 
holds much more true for our present society. In the 
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r,~cent years we have been witnessing radical 
changes in our perceptions especially with regard to 
human interactions and human behavior. Added to 
1hat is the tremendous pace of changes in technolo-
1;:iy. The future holds big challenges for us as well as 
:::>ur future generations. With the expansion of choices 
available to everyone comes the challenge of mak-
ing the right choices, So how do we train others and 
ourselves in making the right choices? How can we 
teach someone to evaluate what is right and make 
the best possible choice? The answer lies in critical 
thinking. 
But what is critical thinking? There are a number 
of definitions and many educators interpret it and 
explain it in multiple ways. The National Council for 
Excellence in Critical Thinking Instruction defines criti-
cal thinking as: Critical thinking is that mode of think-
ing - about any subject, content, or problem - in 
which the thinker improves the quality of his or her 
thinking by skillfully taking charge of the structures 
inherent in thinking and imposing intellectual stan-
dards upon them (Scriven & Paul, 2004). In her book, 
Critical and Creative Thinking: Strategies for 
Classroom, Susan Wilks (l 995) emphasizing the impor-
tance of promoting critical and creative thinking in 
the classroom encourages the use of the inquiry 
mode. In another book titled, The Critical Thinking 
Handbook - 6th-9th grades (Paul, Binker, Jensen, & 
Kreklau, 1990), the authors define critical thinking as 
"thinking which evaluates reasons and brings thought 
and actions in line with evaluations" (p. 52) . The ideal 
of the critical thinker, the book suggests, can be 
roughly expressed in the phrase "reasonable person," 
meaning a person who evaluates reasons and evi-
dence, can distinguish poor from strong reasoning, 
make assumptions and evaluate them, reject unwar-
ranted inferences, and distinguish what is known from 
what is merely suspected. Scriven & Paul (2004) iden-
tifies the characteristics of what he refers to as "a well 
::::ultivated critical thinker" as one who: raises vital 
questions and problems, formulating them clearly 
ond precisely; gathers and assesses relevant informa-
t on, using abstract ideas to interpret it effectively 
ond comes to well-reasoned conclusions and solu-
tions, testing them against relevant c riteria and stan-
dords; thinks open-mindedly within alternative sys-
tems of thought, recognizing and assessing, as need 
be·, his/her assumptions, implications, and practical 
corisequences; and communicates effectively with 
otr ers in figuring out solutions to complex problems. 
It is clear that critical thinking is considered by 
many as an essential component of learning and is 
advocated by many. But the question that is often 
debated is whether it can be taught. And if it can be 
taught, then what is the best way to approach it. 
Many researchers and educators concur with the 
idea that critical thinking can be taught, or rather 
inculcated into the school curriculum. While this is a 
widely recognized belief, there are many who lament 
the lack of critical thinking opportunities for children in 
K-12 school settings, for that matter even in higher 
education. Why is it so? 
One reason proposed by Peter Kline (2002), is that 
American children can't think, as they haven't been 
properly taught to read. He laments the excessive 
push towards standardized testing that focuses on 
comprehension rather than interpretation, which 
Kline considers a better measure of the ability to think. 
Drawing from research on physiological differences in 
learning development, varying learning styles, and 
pedagogical approaches to teaching reading, and 
use of visualization and imagination in reading, Kline 
in his book, Why America's children can't think: 
Creating independent minds for the 21st century 
offers a different approach to reading that encour-
ages engagement and thinking . Many other authors 
have written about how critical thinking can be 
infused into the curriculum. 
While many teachers and professors keep com-
plaining about the lack of thinking capacity or sheer 
laziness with regard to thinking deeply about anything 
in their students, Winn (2004) claims that the majority 
of teachers and professors do not use the kind of 
teaching materials or discussion strategies that would 
build in their students 'a mental set and a taste for 
critical thinking.' Field studies in many secondary 
schools have shown that teachers use limited range 
of pedagogical options and recalling answers still is 
the primary form of assessment. Thus the typical class-
room atmosphere and procedures dull the possibili-
ties for creating the very qualities of mind that edu-
cators avow as their goal. But who is to blame for this! 
Definitely not all blame can be laid on the teach-
ers' table . The teachers themselves are caught up in 
the system that values a high score on a standardized 
test more than it values a creative response. And it is 
indeed unfortunate that this form of standardized 
assessment continues to be advocated by the pow-
ers-to-be. 
Another impediment to critical thinking is the 
ongoing debate regarding teaching basic skills or crit-
ical thinking skills, which has been going on for more 
than three decades now. Fortunately, the case for 
critical thinking is made by the empirical evidence 
drawn from the results of assessments conducted by 
the National Assessment of Educational Progress 
(NAEP) once a year or two since 1969 in various sub-
jects- including mathematics, science, reading, and 
civics, taken by representative samples of 4th, 8th, 
and 12th graders throughout the United States (U.S. 
Department of Education, 2000). Because each stu-
dent takes only a small subset of the exam, the full 
exam c an cover a substantial breadth and depth of 
mate rial. Test items include both multiple-choice 
responses and more c omplex written responses so 
that they assess both basic skills and c ritica l thinking 
skills. In addition to the test students and their teach-
ers and school administrators also fill out question-
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noires that furnish information about student and 
teacher backgrounds and the instructional practices 
used in the c lassroom. On examination of results, a 
c lear pattern emerged: across subjects, teaching for 
meaning was associated with higher NAEP scores; o r 
in other words, teaching that emphasizes advanced 
reasoning ski lls promotes higher levels of student 
learning and performance (Wenglinsky, 2000, 2002, 
2003). 
Why is it with this that even with empirical evi-
dence like this one and others, d o schools not focus 
on critical thinking? Winn (2004) focuses on two rea-
sons: American society and American education 
have always idolized the 'quiz whiz,' one who c an 
shoot back correct answers to fac tual questions as in 
a TV game show. Added to that is the societal pres-
sure to conform and to shy away from critical thinking 
because it is not "polite" or "nice." Winn claims 
"Americans commonly confuse the adjective "critical" 
with negativism, conveniently missing the point that 
the opposite of critical thinking is "uncritical" thinking, 
whic h is not thinking at all!" (p. 496). As we move into 
this new information age, and are informed about 
the modern day debacles such as the Iraq conflict, 
the Columbia space shuttle disaster, the ravaging of 
the world 's natural resources, the financ ial scandals 
of Enron and WorldCom, and so on, critical thinking 
needs to be encouraged, not ignored. 
What w ill happen if we continue to be in denial 
with regard to critical thinking in schools? Robert J. 
Sternberg (2004) of Yale University has put forth what 
he calls as 'four alternative futures for education in 
the United States.' In the first future, the one he c laims 
is being faced by most chi ldren in the world, where 
ch ildren are only called on to recall and recognize, 
he shows a bleak picture where there is a complete 
disconnect between secular and democratic princi-
ples and what is taught in schools. The second future 
that Sternberg (2004) offers is that of the critical 
thinker who is less likely to commit terrible debacles 
and will be a good problem solver. The third future 
offered is that of successful intelligent thinkers who 
have the c reative ski lls to generate new ideas, the 
analytical abilities to know whether they are good 
ideas and the practical abilities to know how to 
implement the ideas and convey to others the value 
of their ideas. Sternberg c laims that even this is not 
enough and to validate his claim, he gives the exam-
ples of the top-level managers in companies such as 
Enron, Global Crossing and World COM. They were all 
well educated and smart, yet something fundamen-
tal was missing in the way they were educated. 
Sternberg cal ls this missing piece of the puzzle, 'wis-
dom.' It is not enough to teach students to be intelli-
gent and knowledgeable, but also how to use them. 
The four futures that Sternberg offers build on the p re-
vious ones. So isn't it really unbelievable that instead 
of moving on to the second future of a nation of crit-
ical thinkers, we want to go back to the previous one, 
a nation of rote memorizers (p. 67-77). 
It is hoped that the stakeholders wi ll soon realize 
the road a ll the push towards standardized testing is 
leading to and refocus all their energies into promot-
ing critical thinking thus creating a nation of wise 
thinkers. Though this can be a daunting task, it is not 
impossible. Fortunately, there are many informed and 
wise thinkers and educators who have shown the 
path and have given concrete ideas and suggestions 
on how this can be done. 
If we look at one particular discipline alone, say, lan-
guage, a number of successful strategies that can be 
used to promote critical thinking have been identi-
fied . M. A. K. Halliday (1975) taught us that language 
did not develop because of one language user but 
rather because of two, and they wanted to commu-
nicate. Language is first and foremost a social mean-
ing-making process. Most of what we know about lan-
guage we have learned from being in the presence 
ofothers(Wells, 1986). Harste(2003) argues that too 
often in the past our English language arts curricula 
have focused on meaning making with a half hour of 
phonics thrown in. For the most part, studying lan-
guage in terms of what work it does and how it does 
it has been left out, as has providing daily opportuni-
ties to inquire into problems of personal and social rel-
evance to learners. This is what Harste refers to as 'crit-
ical literacy.' The real question that each of us has to 
ask is, "What kind of literate being should inhabit the 
21st century?" Asked differently, "What kind of lives do 
we want to live and what kind of people do we want 
to be?" Hopefully, the answer is that we want critical-
ly literate beings that know how language works and 
can use it to make meaning and reposition them-
selves in the world in a more democratically thought-
ful and equitable manner. 
A curriculum built on critical literacy is one that 
highlights diversity and difference while calling atten-
tion to how we are constructed as literate beings. 
One theoretical model that offers a useful framework 
for thinking about critical literacy is Luke and 
Freebody's model of reading as social practice 
(1997). According to this model, reading is best under-
stood as a non-neutral form of cultural practice-one 
that positions readers in certain ways and obscures as 
much as it illuminates. Luke and Freebody argue that 
in preparing readers for the 21st century, teachers 
need to help children develop their resources in sev-
eral areas: l) as code breakers, 2) as text participants, 
3) as text users, and 4) as text critics (p. 214). 
Another model for promoting critical thinking in 
language arts is focused on reading area. When 
teachers share critical texts with children and talk with 
them about the issues raised by these books, they 
become deeply involved in the process of culture 
making . They "interrupt" (Davis & Sumara, 1999) cur-
rent views regarding reading instruction and the top-
ics of conversation that are appropriate for children 
(Leland, Harste, Ociepka, Lewison, & Vasquez, 1999). 
Teachers who value teaching as a set of critical prac-
tices disrupt the normative patterns of society and 
open up spaces for new voices to be heard. Using 
selec ted children's literature is one way to begin criti-
cal conversations; they could also begin with news-
paper articles, interviews with community members, 
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or events in our schools. These teachers strive to 
disturb the status quo and this leads them to 
develop young minds that can think critically . 
They provide compelling evidence that teachers 
with a critical perspective can change the pat-
terns of interaction in c lassrooms and en large the 
space of the possible. Since they are involved in 
complex research, they are not concerned prima-
rily with describing or analyzing what is, but with 
finding out how what they are doing has affected 
the lives and situations of others. This kind of edu-
cational research is not simply research that takes 
place in educational settings; this kind of educa-
tional research is "research that seeks to educate" 
and affect the way things are (Davis & 
Sumara, 1999, p . 31-32). 
In one situation, Whitney Dotson, a new urban 
teacher who actively grabs all the opportunities 
that she can get to involve her students in critical 
thinking did a remarkable thing (Harste, & Leland, 
2000) . When her third graders were upset 
because the home of one student's grandmother 
had been condemned by the Board of Health 
and was scheduled for demolition, she urged 
them to take action by writing letters to the Board 
of Health. Instead of being positioned as helpless 
victims, they thus positioning themselves as social 
activists who are challenging the status quo and 
asking for change. They are starting to understand 
the political capital that is inherent in language. 
Whitney is helping them and herself to understand 
that this capital is there for the taking. Harste and 
Leland argue that this is exactly what education 
should be doing-especially for the teachers and 
children of "beleaguered" public schools every-
where. 
Even at the earliest of ages, it is possible to 
encourage children to explore possibilities and 
think creatively. If we look at the simple activity of 
brainstorming, if done in the right context and in 
the right manner, it can promote very deep level 
thinking in children of all ages. What is required for 
this activity to be successful is to set the stage 
where the teacher can : 
• Create a safe environment for children to 
be able to say any thought without fear 
or ridicule. 
• Ask open-ended questions. 
• Provide time for children to think and 
express 
their ideas. 
• Be a model for sharing "crazy" ideas 
(Church, 2004) . 
The few models discussed here provide a glimpse 
into the possibilities of inducing critical thinking skills into 
the school curricula, in the language arts curricula. Other 
researchers have identified strategies for promoting criti-
cal thinking in other disciplines as well. 
The discussion on critical thinking could not be 
complete without acknowledging the valuable con-
tribution of Paul, et. al. (1990) who have identified 
what they refer to as the "36 dimensions of critical 
thought." These are c lassified into three areas: affec-
tive strategies, cognitive strategies - mac ro-abilities 
and cognitive strategies - micro-skills. The affec tive 
strategies include the fo llowing: thinking independ-
ently; developing insight into egocentric ity or socio-
centric ity; exerc ising fair-mindedness; exploring 
thoughts underlying fee lings and feelings underlying 
thoughts; developing inte llectual humility and sus-
pending judgment; developing inte llectual courage; 
developing intellectual good faith or integrity; devel-
oping intellectual perseverance; and developing 
confidence in reaso n. The cognitive strateg ies--
macro-abilities include: refining genera lizations and 
avoiding oversimplifications; comparing analogous 
situations: transferring insights to new contexts; devel-
oping one's perspective: creating or exploring beliefs, 
arguments, or theories; clarifying issues, conclusions, 
or beliefs; clarifying and analyzing the meanings of 
words or phrases; developing criteria for evaluation: 
c larifying values and standards; evaluating the c red-
ibility of sources of information; questioning deeply: 
ra ising and pursuing root or significant questions; ana-
lyzing o r evaluating arguments, inte rpretations, 
beliefs, or theories; generating or assessing solutions; 
analyzing or evaluating actions or polic ies; reading 
c ritica lly: c larifying or critiquing texts; listening c ritical-
ly: the art of silent dialogue; making interdisciplinary 
connections; practicing Socratic discussion: c larifying 
and questioning beliefs, theories, or perspectives; rea-
soning dialogically: comparing perspectives, interpre-
tations, or theories; and reasoning dialectically: eval-
uating perspectives, interpretations, or theories. The 
cognitive strategies--micro-skills include: comparing 
and contrasting ideals w ith actual prac tice; thinking 
p rec isely about thinking: using critical vocabulary; 
noting significant similarities and differences; examin-
ing or evaluating assumptions; distinguishing relevant 
from irre levant facts; making plausible inferences, 
predictions, o r interpretations; evaluating evidence 
and alleged facts; recognizing contradictions; and 
exploring implications and consequences (p. 56) . 
Looking c arefully at the list above, unfortunately, 
not many of these activities are not what the typical 
classroom activities comprise of. These c ritic al think-
ing skills can be incorporated into the curricula as has 
been seen in the discussion earlier. A few committed 
and c ritical thinkers among the vast majority of edu-
cators see this urgent need and respond to it. More 
and more educators need to jo in these ranks so that 
we can have a future w here we have wise thinkers 
who have both the knowledge and inte lligence and 
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Abstract 
The purpose of this exploratory research was to 
examine ways that education impacts common fal-
lacies regarding domestic violence. This article exam-
ines the feminist and ecological perspectives. Areas, 
such as policy reform, family therapy, research 
processes, character education, and domestic vio-
lence in-service education training should be exam-
ined to make further attempts to help individuals, 
families, and communities recognize domestic vio-
lence issues and understand the impact that these 
issues have on society. 
Introduction 
A group of men from a small, rural community 
meet at their local coffee shop. A married, hetero-
sexual couple they all knew came into conversation 
because one of the men had heard the woman was 
filing for a divorce. The rumor was that her husband 
was physically abusive towards her. This is an exam-
ple of intimate violence in a heterosexual relationship; 
Sally Lloyd (2000) states that "research spanning the 
past three decades has clearly demonstrated that 
violence which occurs in a close relationship must be 
understood within this context of intimacy and power" 
(pp, 19-20), 
All of the men at the coffee shop may have had 
different opinions about the decisions this couple had 
made, or were about to make, Many judgments are 
made towards other individuals and families with 
regards to interactions taking place in families . 
Common myths, judgments and assumptions are cre-
ated regarding domestic violence. Despite the inten-
tions, misunderstandings regarding domestic violence 
do not help victims of domestic violence. In fact, 
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assumptions or misinformed individuals can destroy 
what little confidence victims have. Education on 
domestic violence issues can play a major role in 
breaking this cycle. 
Facts regarding domestic violence 
Domestic Violence is an issue that affects many 
lives in America today, In 2002, the Illinois Coalition 
Against Domestic Violence (ICADV) provided "over 
553,000 hours of direct client services, 47,384 adult 
clients of domestic violence (96% of whom were 
women) with services, and 11,019 children of victims 
of domestic violence with services" (Illinois Coalition, 
2003, p. 7) . These statistics represent the numbers of 
services provided through agencies that are funded 
by the ICADV. Therefore, these numbers do not rep-
resent every victim in Illinois because those that 
sought services from other agencies are not included 
in these numbers and there is no way to report those 
that did not seek any services. 
The ICDAV defines domestic violence as "a pat-
tern of coercive control that one person exercises 
over another" (Illinois Coalition, 2003, p, 15). While 
some individuals may associate domestic violence 
with solely physical violence, this is not the case. 
Domestic violence can include various forms of rela-
tionship violence along with verbal, emotional, psy-
chological, sexual, and economic abuse, 
The ICDAV (2002) reported, 
"congress passed the Violence Against 
Women Act (VAWA in 1994), part of the feder-
al Crime Victims Act which funds services for 
victims of rape and domestic violence, allows 
women to seek civil rights remedies for gen-
der-related crimes, and provides training to 
increase police and court officials' sensitivity" 
( p, 14), 
Since the VAWA, there has never been a greater 
awareness of the issue of domestic violence. For 
example, many prevention programs have derived 
from this problem and there are many available shel-
ters for women and children across the United States. 
However, despite efforts to raise awareness about 
domestic violence issues, many people remain unin-
formed, or misinformed. 
The Impact on Society 
Society-as a whole-would greatly benefit from 
improving and expanding education regarding clear 
definitions of domestic violence, the effects of 
domestic violence, identification of victims and why 
domestic violence happens in so many homes across 
the country. While domestic violence causes 
immediate trauma, it also has long-term effects. It is 
a c ritical national problem that impacts individuals, 
families, and communities. 
The Need for Proper Training and Professional 
Development 
Children may not always be victims of direct, 
physical abuse, but witnessing abuse within their 
homes may be just as traumatic for them. Kearney 
(1999) wrote that "each violent act they witness harms 
or confuses ch ildren (, and ... ) over time, they lose the 
meaning of morality and love. If teachers or school 
social workers are not properly trained on assessing 
these situations, children may never learn how to 
effectively manage confl icts. They may go on believ-
ing that certain types of behavior are normal, and, in 
turn, the issues associated with domestic violence are 
never faced (Kavemann, 2004). 
Stereotypes about "proper" roles and responsibili-
ties of men and women often begin in younger chi ld-
hood, and are reinforced during adolescence. For 
example, "research on gender-role differentiation in 
the family shows that children's household tasks 
become more differentiated in adolescence, and 
chi ldren's activities with the same-sex parent intensify 
at the same time" (Sapiro, 1999, p. 102). Gender 
socializations may be at the root of cause with 
regards to males believing they should demonstrate 
masculinity and never show signs of weakness, such 
as c rying. Therefore, it is the social responsibi lity of 
those who have had training in domestic vio lence to 
c reate community awareness regarding issues that 
can be linked to domestic violence. 
Psychologist, Albert Bandura, hypothesized and 
placed emphasis on the learned behaviors of chil-
d ren and adolescents. Through Bandura 's research 
we learn about "modeling" as a process of observing 
others' behaviors and/or behavio ral patterns. 
According to Crain (2005), who examined the work of 
Albert Bandura, "chi ldren's minds are structured by 
the environment, by the models and the social train-
ing practices the environment provides" (Crain, 2005, 
p. 209). Studies have shown partial support for this 
theory when examining aggressive behaviors; these 
studies have al l examined and hypothesized that 
when children witness aggressive behaviors in their 
home environments, it increases the likelihood that 
these chi ld ren will exhibit aggressive behaviors as 
adults and possibly even abuse their own c hildren 
(Malley-Morrison & Hines, 2004) . However, it is impera-
tive that we do not generalize. All ch ildren and adults 
deserve the right to establish their own reputation 
without negative c riticisms or b ias due to family struc-
tures, race, and socio-economic backgrounds or dis-
advantages. 
Malley-Morrison and Hines (2004) state "judg-
ments that people make about interactions in fami-
lies-for example, whether they are normal, accept-
able, and justifiable, or violent, abusive, and intolera-
b le-are influenced by many factors, including per-
sonal experience, relig ious values, personal and com-
munity biases, education, and professional training 
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(p. 3) ." In their book, "Family Violence in a Cultural 
Perspective," Malley-Morrison and Hines note that 
judgments can help in certain situations that call for 
help of social service agencies, but these judgments 
can also lead to harsher realities, such as serious harm 
or injuries of victims. 
Common fallacies about domestic violence 
include (but are not limited to) : a lcohol abuse is the 
cause of domestic battery incidents, domestic vio-
lence only occurs in families that are poverty stricken, 
battered women provoke the abuse, and all women 
who are battered enjoy it or they would c all the 
police. None of these are true-to say the least. 
Psychologist, Lenore Walker, has worked with bat-
tered women for 3 decades. Walker stated, "victims 
of domestic violence come from a wide variety of 
ages, races, religions, educational levels, cultures and 
socio-economic groups" (Illinois Coalition, 2003, p. 24). 
Walker has found that these women may exhibit a low 
self-esteem, have traditional beliefs in family unity, 
accept responsibility for others' actions, suffer guilt or 
denial, or have many other reasons for remaining in 
an abusive relationship. 
Vic tims of "relationship violence" often stay with 
the abuser because they love him/her, fear him/her, 
or fear for the future of their c hildren; victims may also 
be insecure about being financially independent, 
have acquired learned helplessness, believe that the 
perpetrator will not do it again, or they may not trust 
the legal system (I llinois Coalition, 2003). The victim 
may have been raised in a home where they-as a 
child-witnessed this pattern of power and control by 
their own father (Dykstra, 2004). Prevention and inter-
vention measures can be taken through school or 
community based in-service training sessions regard-
ing definitions, effects, and patterns associated with 
domestic violence. 
While various statistics are misread or misinterpret-
ed regarding frequencies and consequences of vio-
lent, intimate partner relationships, individuals are 
quick to jump to conclusions about types of violence 
and control tactics (Johnson, 1995). For example, var-
ious websites might make references that elude to 
males being the abusers 95% of the time, or at least it 
may be interpreted this way. However, it is c rucial for 
individuals to und€rstand the underlying fact that 
these statistics may a llude to victims of homicide or 
numbers reported by domestic violence service 
agencies. 
Individuals also need to be educated on the var-
ious types of intimate partner relationships. Johnson 
and Ferraro (2000) wrote an article which included 
d ifferent types of partner violence, types of perpetra-
tors, and types of relationships; these researchers illus-
trated four patterns of partner violence: (1) common 
couple violence (later renamed this situational vio-
lence), (2) intimate terrorism, (3) violent resistance, 
and (4) mutual violent contro l. Personal opinions 
and/or bias on the issue of domestic violence can 
cause more harm than good because of the possibil-
ity of great tension between different sides. 
Johnson and Ferraro (2000) state, 
"the distinctions are based not on behavior in 
a single incident, but on more general pat-
terns of control exercised across the many 
encounters that comprise a relationship, pat-
terns that are rooted in the motivations of the 
perpetrator and his or her partner" (p. 949). 
Those who work with victims and perpetrators of 
domestic violence must be able to differentiate 
between types of violence to have a better under-
standing of situational needs and outcomes for vic-
tims and abusers. It is equally important to base serv-
ices offered to victims and/or perpetrators on factual 
research and theoretical perspectives; over the 
years, there have been many hard lessons learned 
when evaluating services for survivors of domestic vio-
lence (Riger, S., Bennett, L, Wasco, S.M, Schewe, P.A. 
Frohmann, L. , Camacho, J.M., & Campbell, R., 2002). 
Obtaining professionals from a variety of religious 
backgrounds to help with education and/or domes-
tic violence prevention services is also important. 
Some victims may make a decision to remain in a 
marital relationship with abusers based solely on 
efforts to remain faithful to their religion. Women in 
abusive relationships often feel subordinate and 
believe it is their duty to be submissive to their hus-
bands (Sapiro, 1999). Taking a multi-cultural 
approach to education helps to ensure educators 
remain nonjudgemental, and in turn, educators will 
see more effective interactions with victims and/or 
perpetrators of domestic violence. 
Law enforcement officials have a very important 
role in domestic violence cases. Domestic disputes 
may generate frustrations by law enforcement offi-
cials because they may find themselves going to the 
same homes repeatedly while legal action is not 
taken against the offenders. Henning, Jones, and 
Holdford (2005) discuss the increases of arrest and 
prosecutions for assaults in intimate partner relation-
ships. In the 2005 study, Henning et al. conclude that 
"both male and female domestic violence 
offenders engage in socially desirable 
responding during court-ordered evaluations, 
that both attribute greater blame for the 
recent offense to their spouse/partner than 
they acknowledge for themselves, and that 
significant numbers of both genders deny the 
recent incident and/or minimize the severity 
of the offense" (p. 131 ) . 
Research has shown that "women who leave their 
abuser are 75% more likely to be killed by their batter-
er than those who stay in the relationship (, and ... ) of 
those women who leave, 50% are at a greater risk for 
ending up homeless and living on the streets" (Illinois 
Coalition, 2003, p . 40) . 
Another example of a group of people who are 
commonly uninformed, or misinformed, about 
domestic violence is professionals involved in drug 
and alcohol treatment and/or prevention programs. 
With knowledge of domestic violence issues, drug 
and alcohol counselors can give their clients the 
opportunity to receive necessary counseling on these 
two separate issues. Although drug and alcohol 
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counselors may be highly trained in their field of 
expertise, it is difficult for them to be cross-trained in 
other areas, such as domestic violence. If domestic 
violence experts offer educationals for clients and/or 
staff within drug and alcohol treatment facilities, 
myths about domestic violence can be elucidated. 
Through education, drug and alcohol counselors are 
given access to domestic violence resources. This 
would also diminish opportunities for those seeking 
drug and alcohol counseling (or their family mem-
bers) to be misguided, or receive unnecessary treat-
ment. 
While awareness of domestic violence issues has 
improved, those with domestic violence training have 
a responsibility to educate other professions on this 
serious matter. While it affects many different social 
statuses, ages and races, domestic violence is one of 
the most serious problems in the nation. Together, 
domestic violence advocates, law enforcement offi-
cials, teachers, medical professionals, and clergymen 
can promote safety and well-being for victims of 
domestic violence. Professionals who are properly 
trained can empower individuals, families, and com-
munities to recognize domestic violence issues and 
seek opportunities to avoid the negative societal 
consequences. 
Theoretical Application 
The Feminist Framework is just one approach 
that helps define the role of sexism in domestic vio-
lence issues. Some of the propositions within the 
feminist framework include, but are not limited to: 
implications that "gender structures all societies .. ., 
the family is not monolithic ... , and the family is a 
central institution for the reproduction of oppres-
sion" (White and Klein, 2002, p.183-184). This theo-
retical application represents many of the feminist 
issues that are associated with the family, such as 
family roles, culture variability, social expectations, 
and gender stereotypes. However, one must be 
cautious not to overexert a feminist perspective as 
this could result in bias. 
Another approach which is a more conceptual 
model to evaluating domestic violence issues is an 
ecological approach. Malley-Morrison and Hines 
(2004) describe this approach as "the view that 
human development and behavior should be ana-
lyzed within a nested set of environmental contexts, 
labeled the microsystem, mesosystem, exosystem, 
and macrosystem (as originally cited by 
Bronfrenbrenner, 1979) "(p. 16). We live in a moral-
ly ambiguous society, and we are surrounded by 
various cultures and beliefs. This theory allows us to 
see how domestic violence issues come about from 
various cultural perspectives. For example, when 
researchers look at abusive adults who were 
abused as children they may see family organiza-
tion as a processing system; researchers, White and 
Klein (2002) state, "as children mature in their cor-
porate roles and become more interdependent, 
they tend to follow the normative system that gave 
rise to their parental ecosystem" (p. 213). 
These theories allow us to see a need for valuing 
education. Prevention and intervention efforts must 
be made to support multi-cultural education and uni-
versally accepted virtues that support opportunities 
to end the cycle of violence. 
Conclusion 
In Family Theories, White and Klein (2002) sugges1 
interventions should include policy reform, family ther-
apy, and review of the research process. Clearly, 
these would al l p lay a major role in ending the cycle 
of violence. 
Individuals should not underestimate the impor-
tance of education and prevention in domestic vio-
lence issues. For example, policy reform may help 
improve areas, such as unequal wages and job 
opportunities for women. However, policy reform 
a lone w ill not change existing circumstances. In this 
situation, education could change societal condi-
tions w ith time and it could also he lp prepare victims 
so tha t they do not have unrealistic expectations. If 
women are seeking he lp because they want to leave 
an abuser, educating women and children about 
what they can expect when they are faced with 
financial adversity might help. Education can also 
play a ro le in giving victims the resources they need, 
such as time, job sources, ch ild care providers, and/or 
financial assistance, to help them with uncertainties 
about economic strain as they attempt to terminate 
a relationship. 
Those that are properly trained to work with vic-
tims of domestic vio lence know that no one should 
tell a victim-woman or child-what they should or 
should not do, and because there are a variety of sit-
uational outcomes, no one can tell them exactly 
what to expect. With more training offered, or more 
in-service education brought to the community by 
domestic violence agencies, differences can truly be 
made in life or death situations. 
How an adolescent develops positive moral val-
ues may have an impact in the decision-making 
process throughout the stages of adolescence. 
There are programs designed to guide teachers and 
family service workers as they attempt to he lp youth 
develop social skills. "Inculcation" is the term that Rice 
and Dolgin (2005) used to define teaching specific 
values and norms to students, (and ... they define) 
"values c larification, " as an approach to teaching 
moral education by helping students become aware 
of the values or virtues they have to offer others. 
Programs that offer social skills o r character educa-
tion may play a role in helping increase chi ldren's 
awareness on issues, such as domestic vio lence. 
Programs, such as this may teach c hildren universa lly 
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accepted va lues and help them to deciphe r 
between normal and abnormal behavior. This may 
a lso guide them towards positive strategies for cop-
ing, or he lp build skills for conflict resolution. 
It is evident that when proper measures are 1aken 
with education, the individuals in our socie1y- as a 
whole-are not "turning the ir cheeks". Every at1emp l 
that is made for education is a step to break 11, e 
cycles of violence that occur in our communi1 ies. 
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Abstract 
In this study, 43 fifth graders attended mathematics 
class in a portable classroom whereas 38 had their 
mathematics class in a permanent classroom of an 
elementary school, Student attitude and mathemat-
ics achievement between the two groups were com-
pared. No significant difference was found. Student 
attitude and achievement was also observed 
through teachers ' perception. Teachers in general 
did not perceive that portable classrooms had any 
negative impact on student attitude and achieve-
ment. 
Introduction 
Portable classrooms have been used by school 
districts nationwide to provide additional needed 
space when permanent school buildings have 
reached their full capacity (Moore, 1999; Sturgeon, 
1998; Wyatt, 1997). The increased use of temporary 
portable classrooms is evident in light of the pressure 
for facility needs as a result of population growth and 
legislation on class size reduction (Economist, 1996). 
School distric ts have no choice but to use portable 
c lassrooms as temporary spaces to house the stu-
dents while the new classrooms are under construc-
tion . In most cases, these portable classrooms will be 
removed when the new school building is ready to 
accommodate the students. However, in many 
schools, portable classrooms simply stay for many 
years without any plan for relocation . 
Conceptual Framework 
Public attitudes toward the use of portable class-
rooms have not been positive (Gibson & Eatough, 
1968; Stoddard, 1997). Pre-fabricated configurations 
(Heise & Bottoms, 1990), safety concerns (Heise & 
Bottoms, 1990; Kennedy, 2000; Naylor, 1997), unat-
tractive appearance (Moore, 1999; Taylor, Vasu, & 
Vasu, 1999), isolation from permanent buildings (Heise 
& Bottoms, 1990), costly maintenance (Callahan, 
1997; Daneman, 1998; Fickes, 1998), possible health 
risks (American School & University, 1999), poor venti-
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lotion (Callahan, 1999), and quick deterioration 
(Fickes, 1998) are just a few examples of the limita-
tions of using portable classrooms. Research has doc-
umented the impact of physical environment on 
pupil behavior, attitude, and performance (Chan, 
1996; Cramer, 1976; Earthman, Cash, & Berkum, 1996; 
Hines, 1996; Hones, 197 4; McGuffey, 1972). It is not dif-
ficult to associate the possibility of negative effect of 
portable classrooms and pupil behavior, attitude, 
and performance. However, research in portable 
classrooms is limited or lacking. Chan (2004) com-
pared student achievement, behavior, and attitude 
between portable and permanent classrooms. The 
findings of the study indicated significant difference 
in student attitude between portable and permanent 
classrooms but no difference was found in student 
achievement and behavior. A simi lar study was also 
conducted by Chan (2003) to seek the teachers' per-
ception on the impact of portable classrooms on stu-
dent achievement, behavior and attitude. Results 
showed that teachers predominantly cla imed they 
were the ones to make the difference in students not 
the classroom environment. More research is needed 
to examine how the portable classroom environ-
ments impact teachers ' and students' classroom 
activities. 
Purpose of the Study 
The purpose of this study is to investigate the stu-
dent attitude and achievement in portable class-
rooms by comparing them with those of students in 
permanent classrooms. This study is important 
because it generates significant findings so much 
needed in the understanding of the impact of 
portable classrooms in the learning process. 
Research Questions 
The following research questions are developed 
for this study: 
l . Do students housed in portable classrooms 
have more negative attitudes toward their schools 
than those housed in permanent classrooms? 
2. Do students housed in portable classrooms 
have lower mathematics achievement than those 
housed in permanent classrooms? 
3. How do teachers perceive the impact of 




The research design of this study is quasi-experi-
mental. While full control of variables in an experi-
mental setting is not possible, the researcher was able 
to take advantage of the set environment of school 
that assigned part of the fifth graders to attend math-
ematics c lass in a portable classroom, and the rest of 
the fifth graders in a permanent c lassroom. In exam-
ining student attitude and mathematics achievement 
in portable and permanent c lassrooms, both quanti-
tative and qualitative measures were used . 
Quantitative data (student mathematics scores and 
student attitude scores) were collected from 81 fifth 
grade students in an elementary school in Georgia . 
These students were housed partly in portable c lass-
rooms and partly in permanent c lassrooms. The quali-
tative aspect of the study was conducted through 
soliciting written responses from the e ight teachers 
teaching these classes. All eight teachers were asked 
how they perceived the impact of portable c lass-
rooms on student attitude and achievement. By using 
this combined quantitative and qualitative methodol-
ogy, the researcher was able to collect data of dif-
ferent formats to examine the research topic from 
multiple perspectives. 
Participants. 
Participants in this study were 81 fifth grade stu-
dents in a Georgia elementary school that housed 
the gifted programs. Fifth grade was selected for the 
study because of the availability of test scores in the 
Iowa Test of Basic Skills (ITBS) . The school had a depart-
mentalization organization with four teachers (lan-
guage, science, math, and social studies) forming a 
teaching team. The 81 students in this study were 
assigned to eight c lasses taught by two teams of 
teachers. Teacher D, a mathematics teacher, was 
assigned to teach in a portable c lassroom whi le the 
rest of the teachers were housed in permanent class-
rooms. A total of 43 students attended Teacher D's 
mathematics class in the portable c lassroom while 38 
students received their mathematics instruction from 
Teacher H in a permanent c lassroom. Table l illus-
trates how teachers and students were assigned in 
e ither portable or permanent c lassrooms in this study. 
Instrument. 
Student attitude data were collected using Student 
Attitude Inventory (SAi) developed by Dr. Carroll W. 
McGuffey of University of Georgia (See Appendix l ) . 
SAi was used in several educational facility studies 
before and was successfully tested to be a solid instru-
ment with high level of validity and reliability. The 
instrument contains 55 items soliciting students' atti-
tude toward their immediate learning environment. 
High and low scores in SAi are indications of positive 
and negative attitudes respectively. 
Student achievement data were collected from 
the results of the Iowa Test of Basic Skills (ITBS) taken by 
the fifth grade students in Spring 2003. ITBS scores in 
the mathematics area were examined in this study. 
ITBS scores in language art, social studies, and science 
were also collected and were used as control vari-
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ables. 
Qualitative data on teacher perc eptions were 
collected by using a researcher designed instrumen1 
consisting of open-ended questions (see Appendix 2) . 
Teac hers were asked how they perceived the impac1 
of portable c lassrooms on student attitude and 
achievement. 
Table l 
·- · - -
Language Social Studies Sc ience Math 
Class I Teacher A Teacher B Teacher (' Teacher D (P) 
Class 2 Teacher A Teacher B Teacher C Teacher ll (P) 
Class 3 Teacher A Teacher B Teacher C' Teacher D ( f> ) 
--·-(' lass 4 Teacher A Teacher B Teacher C Teacher D (P) 
-·--- -· 
Class 5 Teacher E Teacher I' Teacher G Teacher 11 
·- -
Class 6 Teacher E ·-·-Teacher F Teacher G Teacher H 
- --
Class 7 Teachcr 'E" Teacher F Teacher G Teacher ll 
·- - --·---- -· · --
Class 8 Teacher E TeacherF Teacher G Teacher l I 
----·· 
Class and Teacher Assignment to Portable 
and Permanent Classrooms 
(P) = Class housed in a portable c lassroom 
Procedure. 
-
This study was c onducted in a departmentalized 
elementary school in Georgia where students move 
from room to room to attend c lasses. Eight classes of 
81 fifth grade students were involved in this study. Four 
of the classes with a total of 38 students (control 
group) were housed in permanent c lassrooms for all 
the academic instructions inc luding mathematics. 
The other four classes of 43 students (experimental 
group) received their mathematics instruction in 
portable classrooms and the rest of the classes in per-
manent classrooms. The purpose of this study was to 
compare student attitude and mathematics scores of 
students in portable classrooms and permanent c lass-
rooms. Because both groups of students studied 
mathematics in the same school setting, variables 
suc h as principal 's influence, program impact, and 
course requirements were under control. The two vet-
eran mathematics teachers, one teaching in a 
portable c lassroom and one in a permanent c lass-
room, were teachers of comparable qualifications 
and teaching experiences. Students in both the 
experimental group and control group responded to 
the Student Attitude Inventory . They were directed to 
respond to the attitude inventory by reflecting their 
feeling of their immediate classroom environment. 
The impact of portable classrooms on student atti-
tude and mathematics achievement was also stud-
ied through the perceptions of the teachers who 
taught the students in c lass. A survey consisting of 
direct open-ended questions on portable classrooms 
was administered to the eight teac hers to solic it their 
perceptions on the impact of portable classrooms on 
student attitudes and mathematics achievement. 
Data Analysis. 
Pearson 's correlations were performed to involve 
all the academic variables in this study to observe the 
possible interrelationship between any two variables. 
Results of the analysis indicated strong correlations 
between !TBS scores of mathematics and ITBS scores 
of science, social studies, and language arts. (see 
Table 2) Therefore, it was decided that ITBS scores of 
science, social studies, and language arts would be 
included in the analytical process to minimize their 
possible effect on mathematics scores. Univariate 
Analysis of Variance was used to analyze if significant 
difference existed in attitude and math achievement 
between students in portable classrooms and perma-
nent classrooms. 
Table 2 
Correlation Matrix (Math, Science, Language, 
and Social Studies) 
Math Science Lang 
Math Pearson r I .740** 
Sig. (2 tai led) .000 
N 81 81 
Science Pearson r .740** I 
Sig. (2 tailed) .000 
N 81 81 
Lang Pearson r .723** .789** 
Sig. (2 tai led) . 000 .000 
N 81 81 
Ss Pearson r .223* .339** 
Sig. (2 tailed) .045 .002 
N 81 81 
•• Significant at the .001 level (2 tailed). 

























Results of Univariate Analysis of Variance indicated 
that no significant difference existed (F = 3.227) 
between portable and permanent classrooms in stu-
dent attitude after controlling the effect of student 
race, soc ioeconomic status, and ITBS scores. (see 
Table 3) 
Table 3 
Univariate Analysis of Variance - Student Attitude 
Source Type III df Mean Square F Sig. 
Sum of Squares 
Corrected Model 3361.554 7 480.222 38.04 .001 
Intercept 12.180 I 12.180 .096 .757 
Math 10.699 I 10.699 .085 .772 
Science 2060.297 I 2060.297 16.319 .000 
Lang 2946.427 I 2946.427 23 .338 .000 
Ss 821.75 1 I 821.75 1 6.509 .013 
Srace 8.565 I 8.565 .068 .795 
Sses .068 1 .068 .001 .981 
Class 406.656 I 406.636 3.221 .077 
Error 9216.174 73 126.249 
Total 115120.000 81 
Corrected Total 12577.728 80 
In mathematics ac hievement, the difference 
between portable and permanent classrooms was 
not significant (F = . 159) after controlling such fac tors 
as race, socioeconomic status, student attitude, and 
!TBS scores of language, science, and social studies. 
(see Table 4) 
71 
Table 4 
Univariate Analysis of Variance - Math 
Source Type Ill df Mean Square F Sig. 
Sum of Sauares 
Corrected Model 520.720 7 74.389 17.229 .000 
Intercept 6.645 I 6.645 1.539 .219 
Attitude .366 1 .366 .085 .772 
Science 8.044 1 8.044 1.863 .176 
Lang 36.058 I 36.058 8.352 .005 
Ss 11.450 1 11.450 2.652 .108 
Srace 10.387 I 10.387 2.406 .125 
Sses .015 I .015 .003 .953 
Class .685 1 .685 .159 .691 
Error 315.179 73 4.3 18 
Total 5292048.440 81 
Corrected Total 835.899 80 
Although non-significant differences were found 
between portable and permanent classrooms in 
both student attitude and mathematics achieve-
ment, greater difference was found between 
portable and permanent classrooms in student atti-
tude (Significance level = .077; see Table 3) than 
mathematics achievement (Significance level = .691; 
see Table 4). 
Teachers' survey responses were in qualitative 
data format and were coded, categorized, and ana-
lyzed for patterns of similarities and differences. 
Special effort was exerted to examine the general 
patterns of responses. Some of the qualitative analy-
ses are displayed in the following paragraphs . 
Teachers were asked if they perceived that stu-
dents in portable classrooms had more negative atti-
tudes toward their schools than those in permanent 
classrooms. They responded by indicating that stu-
dent attitude toward their school should not be 
affected by the physical environment, whether it was 
a permanent classroom or a portable classroom. 
Some of the teachers' comments are quoted as fol-
lows: 
"Since we cater to gifted kids, these kids 
usually have a healthy attitude about them-
selves, learning, and school." (Teacher F-4) 
"It really depends on the teacher's attitude. 
The kids pick up on the adults' attitudes very 
easily." (Teacher B-1) 
Teachers were asked if they perceived that stu-
dents in portable classrooms had lower achievement 
than those in permanent classrooms. All the teachers 
responded with negative statements. They pro-
nounced with confidence that teachers made the 
difference in student academic achievement, not 
the environment. As stated by some of the teachers: 
"I believe that student achievement is 
determined by the teacher 's abilities to 
teach, not by being in a portable classroom 
or not being in one." (Teacher D-4) 
It's not the setting; it's the teacher who 
makes the difference." (Teacher G-4) 
"Students scored the same as other stu-
dents in the school on tests." (Teacher H-4) 
"We have many less interruptions 
because we are off the beaten path. It is qui-
eter." (Teacher C-3) 
In the issue of using portable c lassrooms, some 
teac hers have expressed their reservations. The ir c om-
ments and concerns are quoted for reference in the 
fo llowing : 
"The only difference was the distance to 
the restroom. So we probably had slightly less 
time for c lass bec ause we stopped to use the 
restroom before eac h c lass." (Teac her H-4) 
"I think they (students) have to put more 
effort to maintain performance because of 
inc onvenience of routine tasks." (Teac her A-3) 
"I taught in a portable c lassroom in 
..... County for a year. The trailer was o ld with 
brown paneled interior walls and a very noisy 
air conditioning." (Teac her H-4) 
Most of the teachers ' c oncerns about the use of 
portable classrooms were foc used on their distant 
location, inconvenient accessibility to needed facili-
ties, and their physical c onditions. Teachers worried 
that extended time needed for students to move 
from place to place might possibly shorten the stu-
dents' instructional time. Students might have to work 
harder to make up for it. 
Discussion 
As Teacher F stated, the sc hool in this study is a 
spec ial school for the gifted students. Students in this 
sc hool have experienced success in their lives and 
therefore have a healthy attitude about themselves 
and the school in general. Poor physical conditions of 
portable c lassrooms did not do enough damage to 
downgrade the attitude of these achieving students. 
This explains the reason why no significant differenc e 
was found in student attitude between portable and 
permanent c lassrooms in this study. The result is con-
trary to Chan 's previous study (2004) in whic h gifted 
students were not involved. 
In student achievement, both quantitative and 
qualitative analyses of data actually point to the 
same direction that portable classrooms did not neg-
atively impact student achievement . No signific ant 
difference was found in students' mathematic s 
a c hievement between portable and permanent 
c lassrooms. The findings of this study confi rm those of 
previous studies by Chan (2003, and 2004) and Krawitz 
(l 987). 
It should be noted that even though the teac hers 
made it very clear that they were the ones who made 
a d ifference, not the physical environment of c lass-
rooms (Teacher C-3, Teacher D-4, Teacher G-4, and 
Teacher H-4), however, they a lso indicated their reser-
vations in using portable c lassrooms. Inconvenient 
access to some needed facilities is a major drawbac k 
in using portable c lassrooms. 
In designing this study, the researcher selec ted 
student behavior as one of the dependent variables 
to be examined. Student behavior was eventually 
e liminated from the study because the school princi-
pal confirmed that there was no noticeable behav-
ioral problem in a gifted school of this nature. 
The quasi-experimental design of this study is dif-
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ferent from the previous Chan 's stud ies on por1able 
cla ssrooms. Chan 's study of teac her a1ti1ude in 
por1able c lassrooms (2003) was basic a lly a survey 
1ype of study whereas his study of studen1 a11i1 udG, 
ac hievement and behavior in portable c lassrooms 
(2004) was causal-comparative in nature. This would 
a llow readers to evaluate the results of 1hese s1udies 
from d ifferent perspectives. 
Conclusion 
Though no significant difference was found in s1u-
d ent attitude and student mathematics ac hievemen1 
between portable and permanent c la ssrooms, the 
findings of this study are important in two ways: ( l ) 
They provide solid evidenc e to support the findings of 
p revious stud ies that portable c lassrooms do not neg-
atively impact student ac hievement. (2) They indi-
c ate that, under certa in leve ls of affective domains, 
suc h as motivation and determination, human per-
formance may cease to be impacted by the physic a l 
conditions of the environment. Many questions in the 
use of portable c lassrooms remain unanswered. In 
light of the limited available studies in portable c lass-
rooms, continuous effort in this researc h arena is 
strongly encouraged. 
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Appendix 1: 
Our School Building Attitude Inventory 
A Survey of Students 





Instruc tions: Please c irc le Yes or No in each of the following 
items. When you are circ ling, refer the items to the classroom 
you are sitting in. 
Yes No 1. My room is just the right size. 
Yes No 2. My chair is comfortable. 
Yes No 3. I need a better place to keep my books 
and things at school 
Yes No 4. This room is really a good place to be. 
Yes No 5. The lights help me see better. 
Yes No 6. This room makes it easy for me to study. 
Yes No 7. My friends are happy in this room. 
Yes No 8. I like to go to school in this room. 
Yes No 9. I fee restless in this room. 
Yes No 10. I can get hurt easily in this room. 
Yes No 11 . I can read my book easily in this room. 
Yes No 12. I would like to tear this room down. 
Yes No 13. This room is unpleasant. 
Yes No 14. My classroom is bright and cheerful. 
Yes No 15. This room is so noisy. 
Yes No 16. I have a good place to put my books and 
things at school. 
Yes No 17. I like to play on the school grounds. 
Yes No 18. I go to school in a nice room. 
Yes No 19. This room is quiet. 
Yes No 20. The colors of the walls are bright and pretty. 
Yes No 21. The room is too dark and ugly. 
Yes No 22. I feel uncomfortable in th is room. 
Yes No 23. I like to play at this school. 
Yes No 24. This room is too hot. 
Yes No 25. This entire room looks pretty bad. 
Yes No 26. This is the best c lassroom I have ever stayed. 
Yes No 27. I like to come into this room. 
Yes No 28. This building is beautiful. 
Yes No 29. My classroom is a cozy place. 
Yes No 30. I feel really good in my c lassroom. 
Yes No 31. I feel sick in this room from time to time. 
Yes No 32. This c lassroom is very comfortable. 
Yes No 33. My classroom is a clean place. 
Yes No 34. This c lassroom is friendly and inviting. 
Yes No 35. I get tired and sleepy in this room. 
Yes No 36. This room is too cold. 
Yes No 37. This classroom is not a good place to study. 
Yes No 38. I can hardly see writings on the board. 
Yes No 39. This classroom is great in every way. 
Yes No 40. I feel at home in school. 
Yes No 41. The desks in this room are not comfortable. 
Yes No 42. I could learn better if this room is prettier. 
Yes No 43. I would like to have more comfortable 
c hairs. 
Yes No 44. I don't like my c lassroom. 
Yes No 45. My c lassroom is too c rowded. 
Yes No 46. This school is scary sometimes. 
Yes No 47. The bathroom is too far away. 
Yes No 48. I feel isolated in this room. 
Yes No 49. I like this c lassroom. 
Yes No 50. The lights in this room give me headache. 
Yes No 51. This room is like a jail. 
Yes No 52. I feel really comfortable in this room. 
Yes No 53. I can hardly learn anything in this room. 
Yes No 54. This room is most comfortable . 
Yes No 55. There are more good points than bad 
points in this c lassroom. 
Appendix 2: 
Teachers' Perception of the Impact of Portable 
Classroom on Student Attitude and Performance. 
Are you presently teaching in a portable classroom? (Please cir-
c le) YES NO 
Years of teaching experiences ___ _ Gender: 
Male__ Female __ 
Highest degree earned: Doctoral _ Specialist _ Master's 
Bachelor 's 
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Please respond to the following questions the way you per-
ceive : 
l . Do you perceive that students housed in portable c la ssrooms 
have more negative attitudes toward their schools than those 
housed in permanent c lassrooms? Why? Please elaborate your 
answer. 
2. Do you perceive that students housed in portable c lassrooms 
have poorer academic performance than those housed in per-
manent c lassrooms? Why? Please elaborate your answer. 
3. Other comments, examples, or experiences: 
Twenty-First Century "Catch 22" 
Instructor Comments in Asynchronous Web-Based Courses 
Scott Fredrickson, Ken Nelson, 
Robert J. Walden and Patricia Hoehner 
Scott Fredrickson received his 
doctorate in Instructional Technol-
ogy from Texas Tech University. He 
was an Assistant Professor in the 
Department of Computer Informa-
tion Systems and in the Department 
of Education at the University of 
Alaska-Southeast - Sitka. He has 
been at the University of Nebraska 
at Kearney since 1992 and is a 
Professor of Instructional Technol-
ogy In the College of Education. 
He has presented at 30 state and 
national conferences on instruc-
tional technology. has published 29 
articles in refereed journals, and 
nine book chapters and mono-
graphs. 
Ken Nelson received his doc-
torate in Educational Administra-
tion from the University of Nebra-
ska at Lincoln. He c urrently serves 
as an Associate Professor in the 
Educational Administration depart-
ment at the University of Nebraska 
at Kearney. He is very involved in 
the delivery of educational pro-
grams via distance learning. He is 
past president of the Nebraska 
Association of School Administra-
tors and has presented at numer-
ous national, regional, and state 
conferences. 
Abstract 
Using two datasets consisting of 732 graduate stu-
dents in 20 web-based classes and two subject areas, 
instructor postings and student responses were ana-
lyzed to determine if instructor postings reduced stu-
dent responses. This study determined there was an 
extremely high positive correlation between instructor 
postings in discussion forums and student postings in 
those forums. 
Introduction 
The emergence of the Internet has not only 
impacted education, but has caught the attention of 
both advocates and critics of web-based classes. 
Numerous studies have been conducted to deter-
mine if online classes are as effective as the tradition-
75 
Robert J. Walden is an Assistant 
Professor in the Special Education 
Program, Department of Teacher 
Education, at the University of 
Nebraska at Kearney. He earned 
his Ph.D. in Special Education from 
the University of Oklahoma at 
Norman. He holds an M.Ed. in 
Special Education and a B.B.A. In 
accounting. He has conducted 
research in goal attainment for 
college students with disabilities 
and team-teaching at the sec-
ondary level in public schools. He 
has presented at local, state, and 
international conventions on vari-
ous special education topics and . 
served as a reader for state c hallenge grant proposals for the state 
of Oklahoma and presentation proposals for various conferences. · 
Patric ia Hoehner received her 
doctorate in Administration, Cur-
ric ulum, and Instruction from the 
University of Nebraska at Lincoln. 
She is Associate Professor and 
Chair of the Educational Admin is-
tration department in the College 
of Education at the University of 
Nebraska at Kearney. She teac h-
es undergraduate students via 
fiber optics and online. Prior to 
coming to UNK in 1998, she was an 
administrator for the public 
schools in McCook, NE. She holds 
a Nebraska Professional Teac hing 
Certificate with endorsements in 
mathematics, English, and gifted 
education, and a Professional Administrative Certificate with 
endorsements in principalship and superintendency. 
al face-to-face classes, and, more importantly, how 
valuable is interaction to the success of the learning 
experience. 
Critics often liken online classes to an assemble 
line approach to teaching. Criticisms range from the 
lack of nonverbal clues that could lead to misunder-
standings to the creation of an environment that 
allows students to simple "lurk in the background" pas-
sively reading discussions without participating 
(Peters, 1993). 
In their study, Smith, Ferguson and Caris (2001) 
interviewed 21 instructors who taught both in the dis-
tance and face-to-face format. Consensus is that the 
lack of both nonverbal clues and the physical pres-
ence of fellow classmates is not a deterrent, but an 
encouragement for the usually shy student in a 
face-to-face class to participate online. The level of 
interaction is broadly supported according to 
research conduc ted by Feedback Research "Most 
people considering online education believe the 
quality of online education is better than taking c lass-
es in an actual classroom setting" (Online Education, 
2005, p, 1). 
When the authors began teaching web-based 
courses many years ago, it was their belief that when 
the instructor commented in a discussion thread the 
students perceived that comment as the definitive 
response and the discussions ceased. One of the 
authors and several other colleagues were so con-
cerned about the apparent interruption of the discus-
sions that they stopped commenting publicly in the 
discussion forums, and would only respond to students 
via email to prevent the termination of the discus-
sions. However, that led to the instructors having to 
make the same response numerous times to different 
students. It a lso seemed that students' responses nev-
ertheless diminished over time as the instructor failed 
to respond to comments over the duration of the 
course. At best, it was a bewildering dichotomy. 
Why should instructors be concerned about the 
lack of online discussion in web-based courses? Very 
simply, online discussion is the heart and soul of a 
web-based c lass. Although PowerPoint presenta-
tions, readings, links to external web sites, video and 
audio c lips, and other such instructional media can 
be included in web-based courses, most of the 
instructor guided student learning takes place in the 
discussion boards. 
In a study of c ritical thinking Burbach, Matkin, and 
Fritz (2004) concluded that courses which utilized 
active learning strategies did improve critical thinking 
skills" (p. 489) . According to a study by Christopher, 
Thomas, and Tallent-Runnel, students involved w ith 
online discussion boards used higher levels of thinking 
ski lls. In agreement, Harkavy and Blank (2003) noted 
that "the best learning takes place when (students) 
have voice, are able to question, are actively 
involved, and are encouraged to solve meaningful 
problems ... " (p. 212). From all indications, the more 
students participate in online discussions, the more 
they will understand the subject matter and the more 
they wi ll improve their ability to learn . 
Frey, Alman, Barron, and Steffens (2004) noted 
that "the interactions between the students and the 
instructor, and the interactions among the students 
are vital components of successful adult learning 
experiences" (p. 90) . According to Shea, Pickett, and 
Li (2005, p. 2), "If the benefits associated with online 
teaching are to be realized--especially those most 
clearly revered, such as increasing access to higher 
education--faculty participation and engagement is 
critica l." 
In 1999, Beaudin conducted a study to identify 
techniques used by instructors to keep students on 
topic. Questionnaires completed by 135 online 
instructors indicate that keeping online asynchronous 
discussion on topic is effected by the questioning 
strategies of the instructor. The design of the question, 
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the provision of g uidelines for resp onses, and the 
leadership of the instructor to keep the studeni 
focused assisted the student in reaching the learning 
objective . 
Not only does student interac tion inc rease the 
learn ing in an on-line c lassroom, it enhances the 
community building that the instruc tor should be 
developing . According to several studies (Choi, 1999; 
Park & Kin, 2000)) student-to-student and student/fac-
ulty communication in the discussion boards are the 
major community development tool for on line cours-
es. While Rovai (2001) noted that" ... on-line instruc tors 
can create virtual learning environments that pro-
mote a sense of classroom community" (p. 45). In 
2002, Brown (p. 9) states, " .... building community is a 
key ingredient for successful teaching and learning .... 
The community leader c reates a friendly environ-
ment, cheers strong contributions, and nudges reluc -
tant contributors." In addition, Rovai found that "mod-
erate and positive relationships were found between 
numbers of messages posted and c lassroom commu-
nity ... " (p. 40) . Frey, Alman, Barron, and Steffens 
(2004) noted that students became more familiar 
with each other " ... better than in traditional courses" 
(p , 90). 
As in a traditional classroom setting, students fol-
low the instruc tor's expectations for participation by 
the instructor's behavior. When the instructor rarely 
communicates with the students, they are less 
inc lined to pose questions even indirec tly to the 
instruc tor. In an empirical study relating course 
design to factors in 73 asynchronous online courses to 
student perceptions of them, Swan, Shea, 
Fredrickson, Pic kett, Pelz & Maler (2002) found that 
the greater the percentage of course grades that 
were based on discussions, the more satisfied stu-
dents were with their courses, the more they thought 
they learned from them, and the more interaction 
they thought they had with both the ir instructors and 
the ir c lassmates. 
In a distance education report ("Instructional 
Interaction," 2004), the author discussed a study con-
ducted at the University of Massac husetts that indi-
cated " ... the frequency of instructor-to-student inter-
action in each course was strong ly, positively corre-
lated to positive student attitudes about the course" 
(p. 3). The research indicates that student interaction 
with the instruc tor is beneficial in a variety of ways 
and since the authors' personal fee lings were that 
instructor comments in the discussion board in online 
c lasses decreased student inte rac tions, a resolution 
needed to found. 
Research Problem 
Instructor comments posted in the online discus-
sion forums, decrease student participation in those 
discussion threads. This hypothesis was based on 
instruc tor perceptions after teaching web-based 
classes for over seven years. It was strictly anecdotal 
evidence, but it was developed based on the 
authors' perceptions that instructor postings inhibited 
student responses on the disc ussion board. 
Method 
Twenty online classes were evaluated with a total 
of 732 graduate students in either educational admin-
istration or in instructional technology. Fifteen classes 
were taught by one instructor and five by another 
over a four year period. The classes were segregated 
by instructors for analysis purposes because of the dif-
ferent nature of the two types of classes, the different 
teaching styles of the two instructors, and a belief that 
clearer results would be obtained if the datasets were 
kept separate. A frequency count of the number of 
instructor comments and the number of student 
responses and comments were tallied for each class. 
The total number of instructor postings was compared 
to the total number of student postings within the 
respective datasets. The datasets were used to deter-
mine if there was a correlation between the instruc-
tors ' comments and the students' comments. Paired t 
Tests were conducted using the datasets. The expect-
ed result was a negative correlation or, at best, per-
haps no correlation would be apparent at all. 
Results 
The hypothesis was not supported. In fact, the results 
showed an extremely positive correlation between 
instructor comments and student responses in both 
sets of classes. The Pearsons R coefficient was 
extremely positive. For the educational administra-
tion dataset of five classes, the coefficient was .9822 
with a p value of 0.Dl . For the 15 instructional tech-
nology c lasses dataset, the coefficient was .8880 with 
a p value of 0.001. Figure 1 represents the educa-
tional administration dataset and Figure 2 is the 
instructional technology dataset. Both the figures 
show that increasing the instructor's postings of com-
ments and questions will precipitate more numerous 
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It is obvious that the authors' perceptions and the 
results of this study are significantly different. Perhaps 
the instructors' perceptions were developed in the 
first online class or two that were taught. Due to the 
newness of the technology, the inexperience with 
online learning on the part of the students and 
instructors, and the change from satellite delivery of 
classes to web-based delivery for the instructors all 
tended to reinforce that opinion. However, after 
seven years of online instruction, the students and the 
instructors have become more proficient in that envi-
ronment. In any event, these results indicate that the 
instructors' erroneous opinions should be changed 
and they should be posting more comments if they 
want their students to become more engaged with 
online learning and obtaining its associated benefits. 
As the cited research above indicated, students 
need to be engaged, active participants in their 
learning to develop higher levels of thinking and to 
develop a better sense of community, both of which 
allow students to learn more and gain a broader 
understanding of the instruction. 
In the analysis of the data, no distinction was 
made between content postings, community build-
ing postings, or simply class "housekeeping" postings. 
Instructor postings were also not separated into ques-
tions posed to the class as a group or in response to 
question by a student or a group of students. Postings 
were simply tallied. In the future, those distinctions 
should be taken into account and analyzed. Student 
postings were also not classified into student-to-
instructor postings, student-to-student postings, or stu-
dent responding to · student /instructor postings. 
Instructor/student emai ls and telephone conversa-
tions were also not included . Those classifications 
should be examined also. 
Although the classifications of postings were not 
detailed, they still provide a valuable insight into the 
workings of a web-based class. Instructors need to 
plan their postings to facilitate their classes and they 
should not worry about stopping student comments 
because the instructor merely posts a comment. 
Conclusion 
There is a direct, strong, and positive correlation 
between instructor comments on the discussion 
board and student responses in online c lasses. Other 
research indicates that engaged, active partic ipa-
tion of students improves their learning and retention 
of the material. Therefore, online instructors need to 
inc rease the number of postings in discussion forums 
to improve that participation by students. Postings 
should be a comprehensive and a thorough part of 
an online c lass. In their study comparing traditionally 
delivered instruction to online instruc tion, Ryan, 
Carlton, and Ali (1999) concluded that "interactive 
communication must be built into the process. Faculty 
need to be creative in developing an environment for 
participation, interaction, and socialization" (p . 275). 
Instructors cannot be "interactive" if they are con-
cerned about stifling the conversations by posting 
their comments. The effectiveness of online instruc-
tion wi ll be reduced if instructors are overly con-
cerned about the effect of their postings on student 
participation. The results of this study indicate instruc-
tors should post their comments and focus on the 
instruction to increase student participation in the 
c lass. 
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